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PREFACE 
Though grammar had fallen out of favor for sometime during 
the first few years of CLT, it has again gained an important place in 
language teaching recently. It is now realized that explicit focus on 
form is necessary especially in second language settings where 
adequate exposure to the target language is missing. 
The term "Grammar" goes back (Through French and Latin) to a 
Greek word which may be translated as "The art of writing". But quite 
early in the history of Greek scholarship, grammar is concerned with a 
description and analysis of stretches of utterance or stretches of 
writing and with the grouping and clarification of the requiring 
elements by virtue of the functional places they occupy and the 
relations they contact with one another. We can say that language and 
grammar are interrelated with each other. Without language, grammar 
is impossible, and without grammar, language is impossible. So, 
language is grammar, grammar is language and grammar is to help 
students to choose structures which accurately express the meanings 
they want to create. If we will define the real use of grammar in 
language teaching and language learning, we have to give the linkage 
or connection between grammar and language teaching. As we all 
know very well those languages came first in existence, no one can say 
that grammar came first. Grammar is like a dictionary of rules, as in 
human body, the heart supplies blood to all the body parts, same as 
grammar; it gives rules to all languages. 
The present work is an attempt to examine the teaching of 
grammar at the undergraduate level at Aligarh Muslim University. The 
researcher has reported in this study the observation of thirty 
undergraduate classes taken by ten teachers. 
Many ideas and a lot of encouragement and inspiration from 
several sources have gone into the making of the present work. There 
are many whose contribution needs to be acknowledged but there are 
a few who deserve special acknowledgement at an individual and 
personal level. 
I express my sincere gratitude to my supervisor, Dr. (Mrs.) 
Kausar Husain, for her constant assistance and guidance without 
which this work would not have been completed. 
My sincere gratitude is also due to professor FarhatuUah Khan, 
ex-chairman. Department of English, for his support. I also extend my 
thanks to the staff members of Maulana Azad Library, and the 
Seminar Library of the Department of English and typist, S.H. Sharma 
for their help. 
Most importantly, I am indebted to my husband, my sister and 
parents for their never failing support and encouragement. 
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CHAPTER -1 
BACKGROUND 
INTRODUCTION 
Grammar as a subject has never been popular. The reasons for 
the unpopularity of grammar might be that people who studied 
grammar at school found it unpleasant because the very methods of 
teaching grammar were wrong. Also, many people lack the idea of 
what grammar is. Some people link grammar with criticisms and 
therefore a sense of resentment has been developed in their mind 
about both these critics as well as the points of criticism. 
Inspite of this distaste for grammar, there appears to be a 
renewed interest in the subject during the recent past. According to 
MacArthur (1983), "Recent linguistic debates about theories of 
grammar have certainly begun to influence academic and educational 
trendsetters; social discontent about school standards in reading, 
writing and other language skills has also led many people to 
reconsider their attitudes to 'grammar', because it carries with it 
certain ideas of discipline and solidity in learning". 
Definition and Origin 
Again, according to MacArthur (1983), a definition of grammar 
is difficult, because it is not a precise term such as phonology and 
sodium chloride, rather "It has a core of generally agreed meaning, but 
is fuzzy at the edges" (pp. 37). Grammar is an antique and hoary word 
with a range of senses and applications acquired in its journey down 
the ages. For example, the sentences given below show this diversity 
of meanings attributed to the word: 
1. Grammar is a set of rules applied when speaking or writing a 
language. 
2. He bought a new English grammar. 
3. She corrected my bad grammar. 
4. In his childhood he went to a local grammar school. 
"Grammar" and "Syntax" are synonymous. 
5. Descriptive grammar is not the same as prescriptive 
grammar. 
6. Traditional grammar as well as transformational generative 
grammar, both seek to describe and explain natural 
language. The above sentences show the flexibility of the 
term grammar. 
Like many other things, grammar is also an invention of ancient 
Greeks. The term comes from the word 'gramma', which is a letter of 
the alphabet, and originally it was closely connected both with the 
craft of writing and the study of logic. 'Gramma' originated from the 
early writing systems of Babylon and Egypt. Those were the times 
when unlettered people felt a special awe for grammar which was 
mainly rooted in superstition. It was considered that grammarians 
were people who could tease spoken meaning out of pictures and 
various other marks made on different kinds of surfaces. 
Practical and theoretical interest seems to be an aftermath of 
the acquisition of their alphabet by the Greeks. Originally most 
literature was subjected to memory and like the ancient Hindus; the 
Greeks also had a vast and complex heritage. This oral tradition lasted 
for a number of centuries during which the people were trained to 
remember and recite enormous quantities of verse with great 
accuracy. Poetic rhythm seems to have served as a mnemonic in order 
to make the material easy to memorize. 
The Greeks developed their practical interest in grammar while 
learning to commit Homeric literature to paper. While doing so, it was 
considered important to organize a language so that it could be 
handed down successfully from generation to generation. In those 
times people who were interested in grammar were also people who 
were speculating about nature, life and reality. Consequently, diverse 
subjects such as grammar, philosophy, logic, rhetoric and literature 
overlapped with each other. It took some time before distinct concepts 
emerged as these pioneers struggled to create new theories and 
terminologies without any precedents. 
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In these ancient times, anyone who mastered a craft or 
performed any great skill was conceived to be under the influence of 
some divine power such as the muses. For many centuries, the study 
of grammar was also equated with magic and occult learning and 
grammar books were widely considered as books of sorcery. Writing 
was considered awe-inspiring along with studying the stars (Astrology 
and Astronomy) and mixing substances (Alchemy and Chemistry). The 
middle ages were a period of superstition in which even the virtuous 
Roman poet Virgil was labeled as a powerful magician. So, it is not 
surprising that grammar was considered magical too. An evidence for 
this fact is that the English word 'spell' which means 'saying the 
letters of a word loudly' as a verb, means 'magic' as a noun. 
MacArthur notes (pp.43) that, " It is a fact of modern life that 
many people consider grammar dull; it was a fact of medieval life that 
many people considered it perilous and magical, a common response 
to the intellectual activities of certain minorities (pp. 43). 
Parts of Speech 
It appears that if writing had not been invented, then grammar 
would have not been invented either. Divisions of language into 
different components are established more easily on paper than in 
speech. Even on paper the sort of clarity that we take for granted 
today emerged slowly. Plato (428-348BC) and Aristotle (384-322 BC) 
differed on many points but seem to have agreed on three 
fundamental terms necessary for the description of language: 
(1) "Onoma" or "name" which is called Nomen in Latin and noun 
in English. 
(2) "Rhema" which can be translated as "saying" or predicate 
which was differentiated from Onoma by its having a time 
reference. 
(3) The Romans designated this term as "Verbum" and in 
English it is called the verb. 
The "Logos' is one of the most important terms in Greek 
thought, which can be translated as a whole range of modern 
concepts such as Svord' 'speech' 'statement', 'reason', 'report' and 
'narrative'. However, for the ancient grammarians. Logos was a 
composite or a combination made up of Onoma and Rhema, Noun and 
Verb. It was translated into Latin as 'Oratio' and the term 'sentence' in 
English seems to have been derived from it. 
he idea of sentence types that are known today that is 
declarative, interrogative, imperative and so on also emerged slowly. 
Periodos, which is a partial ancestor of the modern word 'sentence' 
was defined as "an attempt" to encapsulate a complete thought. 
Ancient rhetoricians such as Socrates (400BC) popularized the 
concept of a "well rounded expression" and this concept was further 
established by the Roman historian and generations of classical 
teachers of prose, passing it on to the middle ages and writers in the 
new vernaculars of Europe. 
The period or the periodic sentence attained its peak among 
these languages in the 18th century and also served as a model for 
the analysis of the sentence into different kinds of clauses and 
provided a practical framework for the classification of sentences into 
simple, complex, compound and compound complex. 
Thus, gradually the edifice of grammatical description was 
constructed. Dionysius Thrax in his Art o/Grammar formulated a wide 
range of theories and practices into a compact form and defined 
grammar as "the technical knowledge of language" generally used by 
poets and writers and defined sentence as "a combination of words, 
either in prose or verse, making complete sense." Evidently, the 
enthusiasm of a traditional grammarian lay with writing. Thrax's book 
contains the following six parts: 
(1) Correct pronunciation (2) Figures of speech in poetry (3) 
Difficult texts (4) Etymology (5) Grammatical rules (6) A 
critical appreciation of the works of great poets. 
He also laid down the essential list of parts of speech, which is 
remarkably like the modem system: noun, verb, participle, article, 
pronoun, preposition, adverb and conjunction. MacArthur notes that 
"Modem linguists have attempted a whole population explosion of new 
terms relating to different linguistic theories. Most of these terms are 
not very successful outside their own discipline and it seems that the 
ancient terms laid down by Thrax continue in their appeal to the mind 
of the common student (pp. 49-50). 
Thrax was not describing language as a universal phenomenon. 
He was only describing the Greek language. Roman grammarians 
such as Terentius Varro adapted Greek grammar to Latin and it was 
not a difficult matter because of the similarity of Greek and Latin . 
However, Thrax's description of Greek can not serve as a model for all 
the languages of the world. This was realized after a long time with the 
development of the linguistic sciences when linguists such as Dinneen 
pointed out that traditional grammarians had been "translating 
languages into Greek, even though they may know no Greek". 
(Dinneen, 1967, pp. 105) 
Linguists such as Leonard Bloomfield tried to break away 
completely from traditional grammar in order to establish a new 
scientific structuralism to replace it, however, as MacArthur notes, 
"Today linguistics is less at odds with traditionalism, seeking rather to 
adapt and build on these older foundations (pp. 51). 
The Paradigm 
Greek and Latin grammars handed down the legacy of the 
paradigm which is a table that demonstrates how such things as 
verbs, nouns and adjectives should be used. Such paradigms help in 
dealing with both regularities and irregularities in a range of 
languages, providing models that students could memorize. Greek and 
Latin were inflected languages; that is nouns, verbs and adjectives 
were modified by the use of various affixes showing, for example, 
whether a noun was a subject of the sentence, an object of a sentence, 
the possessor and so on. For years, these paradigms in the form of 
tables presenting "declensions" for nouns and 'conjugations' for verbs 
were used in grammar classes for teaching a variety of languages. 
Mostly, the students were made to memorize the tables in a 
mechanical manner which made this practice as well as the 
information dull and boring. In fact this stripped-down or bare 
paradigmatic material needs support from plenty of examples from 
real life situations. Classical grammarians generally provided 
examples to fit what they were teaching, giving phrases and sentences 
which were grammatically excellent but unlikely to occur in every day 
life. 
In spite of their being uninteresting in themselves such 
paradigms provide an easy means for making comparative and 
contrasting statements about language. By making such comparisons 
and contrast, students are able to realize the richness and diversity of 
languages as separate systems. Down the centuries, this kind of 
analysis resulted in flexibility in matters of both theory and practice. 
This kind of analysis demonstrated that while some languages were 
very compact and efficient in certain things, others had virtues in 
other areas. 
Recently there has been a reaction against Latin as a dead 
language, classical views of grammar, and the grammar-translation 
method of teaching and learning languages. It is necessary to consider 
whether this reaction is justified or not and if it is justified at all, then 
to what extent. 
Classical Greek and Latin were not grammatically identical and 
Roman grammarians were aware of this, when they adapted Greek 
techniques for use with Latin. In the middle ages, Latin was 
considered the language of prestige to the extent that the very term 
'grammar' was employed for centuries only for the grammar of Latin. 
From the sixteenth century onwards "grammar schools" were 
established in countries like England and these schools were devoted 
first and foremost to the teaching of Latin language and its grammar 
to the students. 
The European vernacular languages had oral traditions but no 
written literature and were considered as barbarous tongues by 
scholars who were trained in Greek and Latin. The users of these 
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vernaculars doubted whether their languages could ever become 
vehicles for literature and philosophy. It took centuries for languages 
such as Italian, French, German, English and Spanish to acquire 
accepted standards in written and spoken forms, all of which were 
judged strictly by the standards of Latin and Greek grammar. These 
languages adopted a large number of words from Latin and Greek. 
Thus, in other words they were latinized. 
At this time in Western Europe, two dominant language groups 
were present: the Romance group that was derived from popular forms 
of Latin, and the Germanic group that had remote historical links with 
Latin but belongs to a very different family. Thus, the influence of 
Latin grammar on Latin and English is not the same as that on 
Spanish or French. English is not an inflected language in the way 
that the Romance languages are inflected, or even to the extent of the 
inflexion present in German. It is often described as an anal)^ic and 
open language. As a result, it has been argued in recent decades that 
the application of classical grammar to the English language has been 
more harmful than beneficial. For example, it was argued that Latin 
helped to discipline the mind and Latin is more logical than English. 
MacArthur (1983) notes that however there is a difference between 
being over enthusiastic about the past which might lead to the view 
that Latin is 'more logical than English' or 'Latin has more grammar 
than English'. He remarks, "There is probably more to be gained by 
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accepting and trying to evaluate the Greeko-Latin heritage than by 
ignoring it (and therefore avoiding teaching it to the next generation), 
or by seeking vehemently to replace it with something new. Attempts 
to do so often resemble putting the old wine back in old bottles, the 
only difference being new labels on the bottles." (MacArthur, pp.58-
59). 
The Chain - Choice Relationship 
Recently many linguistic theories of grammar have rested upon 
a distinction of "chain" and "choice", commonly called the syntagmatic 
and paradigmatic relations in language. These relations were implied 
in classical grammar but are now studied and used explicitly for 
different purposes. 
Basically the idea of chain and choice is simple. Language is a 
linear phenomenon and its flow can be easily described in terms of 
such metaphors as "chain" "stream" or "string". A string or chain 
however has to consist of different elements which constitute the 
choice. This can be demonstrated through the following diagram. 
floor 
The cat sat on the mat 
table 
wall 
Here the words "the", "cat", "sat", "on", "the" and "floor" 
constitute the chain or string and are in syntagmatic relation with 
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each other. On the other hand, the words a "floor", "mat" "table" and 
"wall" constitute the choice and are in paradigmatic relation with each 
other. 
Form and Function 
Traditionally grammar is viewed as having two components: 
morphology and syntax. While morphology deals with the internal 
structuring of words, syntax deals with the combination of words into 
sentences. There is disagreement among linguists however, regarding 
the domains of these two areas. The paradigm was a major legacy of 
Greek and Latin scholarship. It concentrates on form which is 
traditionally known as 'accidence* of a language which roughly means 
"how things fall" or how they are organized in terms of "cases". This 
interest in forms is now-a-days usually called morphology (The study 
of forms), which in turn is contrasted with syntax which chiefly deals 
with how words are arranged together in strings. 
Classical grammar placed more emphasis on morphology than 
on sentence structure. The classical tradition has a lot to say about 
phrase and sentence structure, parsing, analysis, and synthesis of 
sentences, but there has always been a bias towards form because 
Greek and Latin were highly inflected languages. The concept of the 
inflected word dominated over the concept of the sentence, while in 
English, the sentence has been assigned the central position. 
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A universalist concept of language however, would require u s to 
transcend both the morphological bias in Latin and the syntactic bias 
in English to see what lies behind both. Ultimately language lives 
beyond any of its individual incarnations. Latin can not be explained 
in terms of English, nor can English be explained by means of 
reference to Latin, though all languages are different manifestations of 
the same basic human capacity. 
The Historical Background of Modem English Grammar 
It must be understood that the origins of linguistics and modem 
English grammar are the same as both of them grew out of the 
speculations of the Greeks. The 18th century was a period of intense 
interest in the English language as it had only recently become the 
vehicle for written literature and science. Attempts were made to 
standardize and regulate the language through preparation of 
dictionaries and through grammar and rhetoric books. Samual 
Johnson's was one of the first attempts in this direction in the form of 
his dictionary of English language published in 1755. 
Joseph Priestly and Robert Lowth wrote their grammar books 
The Rudiments of English Grammar and A short Introduction to English 
Grammar in the same century. The later part of the 18th century 
English was replacing Latin as the chief subject of study and English 
grammar was taking over the educational functions of Latin grammar. 
Murray wrote and he published school grammar in the closing years 
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of 18th century. His book aimed to teach parsing, rules of syntax and 
punctuation etc. He organized his grammar under four heads: 
orthography, etymology, S5mtax and prosody. 
In the 19th century, schools adopted combinations of analysis 
and parsing approaches. The two most important units for this 
grammar were the word and the sentence inherited by all traditional 
school grammars in its modem form. Other units included the clause 
and the phrase. School grammars emphasized the classification of 
words into parts of speech which vary from seven to ten. Some 
grammarians took up the article as a separate part of speech but most 
considered it only a variety of adjective. The participle was sometimes 
treated independently from others. It was taken up with the 
discussions of noun, adjective and verb. The interjection was 
sometimes omitted since it is not intimately bound with the sentence 
structure and therefore not considered properly a part of speech. 
The discussion of each part of speech usually started by a 
definition. Some of the definitions were given in terms of meaning 
others according to their use, but the parts of speech were described 
in terms of their relation to other words, implying that even when the 
definitions are meaning-based, the terms are in fact used as labels for 
their functions in the sentence. 
Traditional grammar classified sentences into two ways: as 
declarative, interrogative, exclamatory and imperative or as simple, 
15 
compound, complex and compound complex. Sentence patterns are 
kept as few as possible by the notion of understood elements. For 
example, imperative sentences were included within declarative 
patterns by considering the subject as "you". Indirect objects were 
commonly treated as prepositional phrases with "to' or "for". School 
grammar shows little interest in word order. They hardly mention the 
matter expect to point out that word order can be inverted in poetry. 
Traditional school grammar has closely been associated with 
prescriptivism. Rules have been handed down for many years, without 
having any apparent relation with actual usage, but it would be a 
mistake to consider, as is commonly done, that prescriptive grammar 
was a universal and necessary feature of all school grammars and 
textbooks. Among the grammarians, there were both rigid 
authoritarians and flexible observers of usage. 
The European Scholarly Tradition 
The European scholarly tradition of grammar was developed 
almost entirely in Europe not by teachers in the school system, but 
university scholars, mostly professors of English in Germany and the 
Netherlands. It was moulded not for native speaking school children, 
but for specialist in English language and literature, many of them 
non-native speakers. It was a product of a number of technical articles 
in learned journals, solid handbooks and multivolumed reference 
grammars. This scholarly tradition is marked by diversity of opinion. 
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There are many differences in interpretations of details and there is a 
variety of terminology. 
So it is not easy to characterize scholarly traditional grammar in 
any specific or useful manner. While school grammars set fourth a 
system of very definite answers, the scholarly tradition raised many 
unanswered questions. 
The general framework of scholarly grammar is conservative. It 
is organized around parts of speech and sentence elements. The old 
system of tense, mode and voice is used in discussing the verb, 
though sometimes the aspect is treated separately. There is some 
freedom observable however in the listing of tenses. For example, 
many of these grammarians tend to recognize form such as "goes" and 
"is going" as more than varieties of the present tense. 
Jesperson is one of the great traditional grammarians who gave 
attention to the general framework of grammar but also made 
considerable innovations. He classified the words of sentences into 
ranks: primary rank for the main sentence elements; secondary rank 
for their modifiers, and tertiary rank for the modifiers of secondaries. 
This terminology is divergent in many details and his system can be 
seen most conveniently in his Essentials of English Grammar. 
The authors of the great European scholarly grammar were well 
versed in historical linguistics. They were thoroughly acquainted with 
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the historical development of English and its dialect. The result is a 
historical orientation, quite prominent in most of their work. 
Prescriptive and Descriptive Grammar 
There seems always to have been a belief that the grammarians 
know the truth about a language and lay down the rules for others to 
obey. This belief is chiefly strong where a powerful standard form of a 
language has been established with the heritage of classical literature 
which people refer to for inspiration and guidance. The idea of the 
grammarian as a prescriptionist is also related to the idea that 
sometimes in the past a language had its "pure" form. References are 
made to certain classical or golden periods when everything was better 
than at present, specially to a heritage of writers. There are however 
differences from nation to nation regarding attitudes to literature and 
grammar. Educational systems since the late 18th century have all 
used grammar as a means for reinforcing and establishing standard 
languages which for various reasons required to achieve linguistic and 
social homogeneity among their people. From the linguistic point of 
view however, such matters are relevant only to the sociolinguist, and 
should be kept separate from the essential nature of grammar. 
In the 19th century, many scholars studied in detail diverse 
languages of North America, Africa and Asia. Many of these languages 
had no written form while others had remarkable written literature 
and approaches to grammar. Many of these linguists also examined 
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the historical and geographical differences in languages. In the 
process, they discovered regularities in the changes that took place in 
a language during a time span and came to the conclusion that the 
dialects of a language were simply variations on geographical and 
social levels, and not "degenerate" or deteriorated forms of a pure 
language. Conflict inevitably developed between the prescriptive view 
on the one hand and descriptive view of grammar on the other. 
The 20th century can be described as a linguistic battle ground 
between these two conflicting approaches to language: attempts to 
maintain a pure standard and prescribe what is good and correct, as 
against a wish to stand back and examine language from a neutral 
and objective position. These two approaches are often influenced by 
social and political factors and the linguist does not have anything to 
say in such matters. Within the fast developing subject of linguistics, 
the term grammar is also undergoing further transformations, which 
are far removed from its ancient classical roots. It is considered 
necessary in linguistics that different descriptions and models of 
grammar are established in order to find their comparative efficacy in 
describing, explaining and predicting. Some of the types of grammar 
listed in Encyclopedia Britanica (1976) are the following: 
(1) Comparative grammar which seeks to compare the 
grammars of different languages. 
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(2) Descriptive grammar which seeks to describe grammar 
objectively and scientifically. 
(3) Prescriptive grammar which prescribes rules of correct 
usage. 
(4) Chomsky's transformational generative grammar based on 
transformation of deep structure into surface structure and 
vice versa. 
(5) Historical grammar which aims to study structural change in 
languages through time. 
(6) Structural grammar propounded by Russian linguists 
Trubetzkoy and Jakobson and stratificational grammar, a 
system of level and networks proposed by Sydney Lamb. 
To some up, such theories and approaches are limited in their 
applications. To this may be added the term pedagogical grammar, the 
work of applied linguistics which is directly or indirectiy related to 
language teaching and learning. Pedagogical grammar comes closest 
to the traditional prescriptive approach and lends itself easily to 
discussions of norms and standards in a way that most theoretical 
approaches do not. 
Linguistic view of Grammar 
As has been mentioned already, etymologically the term 
grammar has its origin in the Greek word "grammatica" or 
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"graminatica techne" which may be translated as the art of writing. 
For long, grammar was considered by the Greeks as a branch of 
philosophy concerned with the art of writing. By the middle ages, the 
term grammar came to be regarded as a set of rules usually in the 
form of a textbook dictating the norms of correct usage. Thus, in the 
widest and the traditional sense, grammar has always served a 
prescriptive function. Until the 19th century the grammguisin was a 
law giver. Though, this is still the common interpretation of grammar 
for a layman, modern linguists totally reject this view of grammar. 
All modem linguists told that grammar should be descriptive. 
The grammar of a language is not a list of rules imposed upon its 
speakers by scholastic authorities, but is a scientific record of the 
actual phenomena of that language, written and spoken. If any 
community habitually uses certain forms of speech, these forms are 
part of the grammar of the speech of that community. 
So, grammar has acquired a narrowed interpretation recently 
and is generally confined to that part of the study of language which 
was treated in the classical grammar under the rubric of inflection 
which dealt with the internal structure of words; and syntax which 
dealt with rules governing combination of words into sentences. There 
are considered to be two divisions of grammar at present: morphology 
and syntax within linguistics, thus grammar is used generally in a 
technical sense, to distinguish it chiefly from phonology which is the 
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study of the sounds of the language and semantics which is the study 
of meaning. More recently however, with the advent of Chomsky's 
transformational generative grammar, the term grammar has come to 
include all the linguistic levels with rules of transformation. It has 
come to imply "the theory that deals with the mechanisms of sentence 
constructions, which establish a sound-meaning relation in language". 
Thus, grammar is a system of rules. According to R.H. Robins, 
"Grammar is concerned with the structure of stretches of utterance, or 
stretches of writing, and with the grouping and classification of the 
recurrent elements of utterances by virtue of the functional places 
they occupy and the relations they contract with one another in the 
structures. Grammar is thus organized on two dimensions, 
syntagmatic and paradigmatic. It may be approached from the point of 
view of the grammatical analysis of the actual utterance of a language, 
or from that of the generation or production of utterances by 
grammatical rules framed for that purpose" (General Linguistics pp. 
180). 
Formal and Notional Grammar 
According to Robins (1967), "Formal grammar is a grammar that 
both in theory and in method is concerned solely with the observable 
forms, structural functions, and interrelations of components of 
stretches of utterance" (pp. 182). 
22 
Modem grammatical theory is considered to be formal in 
contrast with traditional grammar which was chiefly notional. 
Notional grammar is based on the assumption that there are extra-
linguistic categories which are independent of the more or less 
accidental facts of languages and are universal in the sense that they 
are applicable to all languages. Parts of speech such as noun, object, 
verb, tense and mode etc are such categories. On the other hand, 
formal grammar makes no assumptions about the universality of 
categories and attempts to describe the structure of every language on 
its own terms. According to Chomsl^r, it is a great accomplishment of 
structural grammar to have provided a factual and methodological 
basis for the description of languages in a clear and objective manner. 
Chomsky distinguishes two major traditions in modem 
linguistics: The tradition of universal or notional grammar which 
flourished in the seventeenth and eighteenth centuries; and the 
tradition of structural or descriptive linguistics, which developed in 
later nineteenth and early twentieth century. Universal or notional 
grammar is based on the idea that grammar should not be merely a 
record of the data of usage, but should also provide an explanation for 
such data. It should be able to provide general principles applicable to 
all languages, related to the inherent properties of the human mind. 
Universal grammar made a clear distinction between what is called 
now deep structure and surface structure and provided deep and 
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important insights into the use and acquisition of language. However, 
universal grammar often tends to be vague and is not marked by the 
rigorous formalism of structural grammeir. 
On the other hand, structural linguistics is interested in 
studying language as a mirror of culture. Since cultures are different, 
languages are also different. Structural linguistics is a direct outcome 
of the concepts that emerged from a comparative study of Indo-
European languages based on phonological units that undergo 
systematic modification in phonetically determined context. Structural 
linguistics studied the relations among these phonological units and 
the patterns they form and attempted to extend the same type of 
analysis to higher levels of linguistic structure. 
Structural linguistics thus provided a scientific and 
methodological basis for language study along with new standards of 
clarity and objectivity. It is inductive and systematic, and is concerned 
with reportable facts, and methods and principles on the basis of 
hypothesis, experiments and inferences. It makes precise statements 
about language and mostly ignores meaning, which is the very centre 
of communication (Noam Chomsky- Selected Readings). 
Traditional Grammar 
The term traditional grammar implies the study of language 
based on the ancient work of Greeks and Romans. The speculative 
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work of the medieval ages and the prescriptive approach of the 18^ 
century grammarians towards language as we have already seen the 
notions of sentence structure, parts of speech derived from Aristotle 
and Plato and the Greek stoic grammarians. Inspite of its criticisms 
traditional grammar is the most widespread, influential and user 
friendly method of discussing languages popular among both students 
and teachers. Even Chomsky has praised traditional grammar saying 
that we have much to learn from a careful study of the universal 
grammarians of the l?*'^ and 18*** centuries. They make a clear 
distinction between deep and surface structure and also provide 
valuable insights regarding the rules relating abstract underlying 
mental structures to surface forms. These rules could be termed as 
grammatical transformation. They also provide insights into the use 
and acquisition of language and were based on the idea that the study 
of language should proceed within the framework of mental 
processing. 
Short comings of traditional grammar 
Inspite of its merits traditional grammar has certain short 
comings. The most basic one is that it is developed on the framework 
of Greek and Latin and so does not fit those languages which are not 
exactly similar to them. Furthermore it does not adequately 
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distinguish between all the linguistic levels i.e. phonetic, 
morphological, syntactic 8B semantic. It is also criticized for being 
prescriptive rather that descriptive. Sometimes the rules of grammar 
do not run parallel with actual language use. Yet another drawback of 
traditional grammar is that it ignores the functional and social 
vsirieties of language. 
Traditional grammar is based on meaning as the primary main 
instrument of linguistic analysis but meaning is a complex construct 
and thus an analysis based on it often runs into difficulties. 
Traditional grammar is also censured for giving priority to the writing 
form of language and ignoring the spoken form. On the whole, it is not 
comprehensive and does not read all aspects of language adequately. 
It does not include even the whole range of written language but is 
mostly confined to formal styles. Finally it regards grammar as 
something God given, holy and neat and it does not take into account 
the fact of language variation either on a geographical basis or on a 
historical basis. Inspite of all these criticisms, traditional grammar 
still continues to be employed for teaching in schools and colleges 
because of its precision, neatness and easy to understand 
terminologies and definitions. The prescriptive nature of traditional 
grammar is most suitable for teaching the norms of usage to students 
who are not sure about their capacity to handle language. 
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Structural Grammar 
The tradition of universal grammar or traditional grammar came 
to a sudden end with the coming of structuralism in the beginning of 
20*^ century. Structuralism has its roots in the new approaches 
suggested by Ferdinand Saussure and the Prague school linguists. 
Structural linguistics was also influenced by behavioural psychology 
and aimed to study language in terms of observable behaviour and 
verifiable data. This new movement was a reaction against traditional 
and universal grammars and was considered to be an improvement 
upon them. It aims to study a language applying certain procedures 
which linguists have formulated, tested and improved. Moreover, it 
rejects the mentalistic approach which is based on intuitive analysis 
of data and insists on purely objective analysis. 
The structuralists concentrated on language structure and 
ignore meaning because meaning was not observable. Linguistics 
should follow the methods of pure sciences and thus should not be 
concerned with unobservable phenomena. Bloomfield and his 
followers use the word "structure" to mean patterns or rules of 
language. He associated structure with the phoneme as the unit of 
phonology and morpheme as the unit of grammar. The method 
advocated by structuralists, implies that in order to study a language, 
we should begin first of all by discovering the phonemes and then the 
morphemes through what they call the discovery procedure. When the 
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morphological system of a language is established, the structuralists 
would then analyze syntax into its constituents and describe their 
relationship with each other. In this manner the phonemes are to be 
established without reference to morphemes and both phonemes and 
morphemes are to be established without reference to semantics. 
Thus the structuralist is committed to the goal of studying a language 
objectively in its own terms in order to arrive at a scientific description 
of the organization of language. According to structural linguistics, a 
sentence of a language may be studied as a particular arrangement of 
its ultimate constituents that is the minimal grammatical elements or 
morphemes of which it is composed. The structuralists developed the 
system of analyzing a sentence in terms of immediate constituents 
what is known as I.C. analysis. 
Salient features of structural linguistics 
1. Structural linguistics stresses the importance of spoken form 
of language and maintains that it is the oral input which 
should form the basis of linguistic study. This was a sharp 
contrast to the approach taken by the traditional 
grammarians till the beginning of this century which 
maintained that written language was superior to spoken 
language. 
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2. The structuralists also maintained that all languages are 
structurally complex and fully adequate to the requirements 
of their speech community. They do not consider one 
language superior to the other language. 
3. Structural linguists emphasized synchronic study rather 
than a diachronic study that is the study of a contemporary 
language as it existed a time of study rather than describing 
the process of its historical change. 
4. While traditional grammar tended to be prescriptive laying 
down rules of use for everybody to follow. Structural linguists 
believe in descriptive approach to language teaching 
maintaining that various uses of language by a speech 
community should be reported as they exist to know 
language form is purer or more correct than other forms of 
language. 
5. The structural linguists were concerned with a description of 
structure, pattern or organization of language. According to 
them, the most prominent feature of human languages was 
the complexity of their structures. The structuralists 
distinguished between langue and Parole. Langue is an 
abstract system of a language and Parole is its actual 
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manifestation. Later on these terms were labeled as 
competence and performance by Chomsky. 
Structural linguistics was scientific precise, verifiable and 
objective. It based its study on living languages and analysed its 
features. Through its scientific approach it tried to point to and rectify 
many short comings of traditional grammar. However this school of 
linguistics is also criticized for being data-bound and neglecting 
meaning. Chomsky criticized structural linguistics for ignoring 
meaning, linguistic universals and native speakers' intuition. It faced 
to capture and explain all ambiguities and relation and does not take 
into account the fact of creativity of a language. It is not predictive and 
explicit. According to generative grammarians, a grammar should not 
be merely a record of data, but it should also establish the general 
and inherent properties of language related to the inherent properties 
of the human mind. 
Transformational Generative Grammar 
Transformational generative grammar was developed by 
Chomsky, is the latest development in syntactic analysis of languages 
as the transformational generative grammar suggests. It is a grammar 
which is based on transformations and it is also generative. 
It is based on Chomsky's notion that all the sentences of a 
language can be derived by a repeated application of a rather simple 
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set of transformations to the sentence strings given by phrase 
structure grammar. Simply speaking a transformation can be 
considered the changing of the deep structure into the surface 
structure. Chomskjr showed that a number of sentences are related 
together to a single basic sentence type. This basic sentence is the 
kernel sentence or the deep structure which can generate many 
surface structures, for example the sentences, 
Has John wrote the letter? 
Has John written the letter? 
John has not written the letter. 
are all derived from the above first sentence. 
The second characteristic of transformational generative 
grammar implies that a grammar must generate all and only the 
grammatical sentences of a leinguage. This does not mean that a 
grammar should literally produce all the sentences of a language but 
only that a grammar must be so formulated that by following its rules 
we can produce all of the possible sentences of a language. To 
generating thus implies predicting the potential sentences of the 
language. Transformational generative grammar also lays down that 
apart from being predictive a grammar should also be explicit that is, 
it should be able to indicate precisely in a clear and methodical 
manner what the possible sentences of the languages are, leaving 
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nothing to chance or the reader's intelligence knowledge or 
imagination. The grammar should be formulated step by step in such 
a manner that the generations of sentences can be carried out 
mechanically. 
While the structuralists were chiefly concerned with the 
discovery of the phonemes and morphemes of language and believe 
that they must start with the observed data and work upwards from 
the sound system to the grammatical system; keeping meaning 
outside their area of investigation, since mesining was not observable. 
Thus for the structuralists, linguistics like any pure science was a 
perfect objective description of a language. Chomsky however 
criticized their approach remarking that their aim was both far too 
ambitious and too limited in scope. It was too ambitious in the sense 
that it was unrealistic to accept a perfect grammar from a mass of 
data. It was also too limited in scope in the sense that these grammars 
have no predicative powers. They described the observable 
phenomenon, but could not predict other possible linguistic 
phenomenon. Chomsky su^es ted that a grammar should be regarded 
as a theory or hypothesis about how language worked. In the same 
way as a biochemist might formulate a hypothesis about living cells. If 
correctly formulated such a predictive grammar will be a device that 
generates all of the grammatical sentences of a language and none of 
the ungrammatical ones. 
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The goals of a transformational generative tiieoiy can be seen as 
follows: 
1. A linguistic tiieory should distinguish between competence and 
performance. While performance means the actual sentences 
the speaker produces, competence means the abstract 
knowledge of language that the speaker has in his mind. 
2. It should generate all and only the sentences of the language. 
3. It should take into account all the linguistic levels of a language. 
4. It should provide a method to generate an infinite number of 
sentences from a finite set. 
5. It should be able to make a distinction between grammatical 
and ungrammatical sentences, acceptable and unacceptable 
sentences. 
6. It should establish universal categories of language and should 
be able to explain language acquisition. 
7. It should also have explanatory and descriptive adequacy and 
should not be satisfied with only discovery and decision 
procedures but also evaluation procedures. 
8. It should also capture the native speaker's intuition about 
language. 
9. Finally, it should also be able to account for the creativity of the 
user. 
33 
Thus, the term grammar here is being used as a linguistic 
theory. It is a finite mechanism, capable of generating an infinite set of 
grammatical sentences and of automatically associating structural 
description with each of them. Unlike traditional grammar, this is 
neither a set of prescriptive rules nor an inventory of data like 
structural grammar, but it is a general scientific theory of language. It 
is a native speaker's ability to use, produce and understand a natural 
language. 
ROLE OF GRAMMAR IN LANGUAGE TEACHING 
Traditional English Grammar and ELT 
Modem studies in linguistics and communicative competence 
have relegated the relevance and importance of traditional grammar to 
the background but Sudhakar (1993) remarks that "as a source to 
fsdlback on, as a book to refer to and as a basis for any discussion or 
the description of English Isinguage the role of traditional grammar is 
valuable" (pp. 105). 
In the process of its development, the English language 
borrowed large parts from many other languages and became a full 
fledged language with Anglo-Saxon as its base. In the beginning it was 
in a state of flux and chaotic in structure, idiom and vocabulary. In 
spite of having become the language of the masses it needed to be 
standardized. In order to do this, Latin grammar was chosen as the 
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model because of its superiority and wide acceptability. Though it was 
not suitable to describe English because of the dissimilarities between 
the two languages. 
Traditional grammar is basically a word-based grammar in 
which words are classified into eight parts of speech: noun, pronoun, 
a verb, adjective, adverb, conjunction, preposition and interjection. 
Later on, the grammarians added the ninth part of speech, the article. 
These parts of speech have been useful as a ready reference to English 
language teachers, learners and users. In traditional grammar, the 
sentence is taken as the starting point for the description of English. 
Words are combined to make phrases and clauses and these in turn 
make sentences. Thus, traditional grammar describes the language as 
a system of syntax. Traditional grammars are expected to prescribe 
rules to the people who needed guidance about language use. 
Traditional grammar has been criticized for its prescriptiveness 
and its rigidity. Also, the terminology of this grammar is taken from 
Latin and imposed on English. The model employed for description is 
the written model and the spoken form of language is ignored. Also, it 
took up isolated sentences for study and ignored connected text or 
discourse. Finally, "correctness" is an obsession with traditional 
grammar. In spite of these shortcomings, Sudhakar remarks that for 
the analysis of English literature, the stylistic analysis of text, 
traditional grammar is indispensable. Modem dictionaries still use 
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terms from traditional grammar to classify and identity words in their 
corpus. It is a source of confidence to the learner and user of 
language. 
Traditional grammar has also given rise to a number of teaching 
or pedagogic grammars which were used in grammar schools and 
public schools and achieved recognition and acceptability. The 
grammar book written by Nesfield is one such example. However, by 
the turn of nineteenth century it was realized that teachers had 
become grammarians themselves by giving more rules and less of the 
language. In India the book High School Grammar and Composition 
written by Wren and Martin is considered a classic and has influenced 
syllabuses and classroom teaching for about a century now. Some 
modem grammar books have been written and published in recent 
times teiking into account spoken Isinguage and informal language use 
also. Books written by Thomson and Martinet, Leo Jones and 
Ra3nnond Murphy come under this category. 
Structural Grammar and Language Teaching 
With the advent of descriptive linguistics in America some 
English professors felt the need to reframe the content of grammar 
course in schools, Fries was one of them. In 1952 Fries published The 
Structure of English designed to meet this need. The book is entirely 
the study of syntax and attempts to develop a new treatment of the 
subject on the basis of a large body of recorded spoken English. He 
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rejects the traditional parts of speech and in their place he provides 
four major "form" classes and 15 groups of "function" words. A 
number of basic sentence patterns are described through formulas 
using his arbitrary symbols after discussing a number of sentence 
patterns he provides a brief treatment of immediate constituents. The 
emphasis in The Structure of English is clearly on sentence structure 
and the whole system is best known as "structural grammar". Fries's 
work was a radical innovation from the point of view of school 
grammars. However, linguists generally consider his work as a small 
but a timid step in the right direction. In fact his work can be treated 
more nearly as scholarly traditional grammar than in the main stream 
of linguistics. Unfortunately, not much work has been done to fill out 
the gaps left by Fries in his work. Structural grammar in other words 
remains where Fries left it in 1952. 
During the Second World War many American linguists started 
teaching languages. This was the era of behaviourism in psychology 
and structuralism in linguistics. These two theories in psychology and 
linguistics gave birth to contrastive analysis of languages which meant 
that in order to teach second language efficiently a contrastive and 
comparative study of the target language and mother tongue should 
be taken up because learners come with their first language habits 
and in order to eradicate these habits, it is necessary to identify the 
problematic areas in which the mother tongue is different from the 
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target language. Classroom teaching of second or foreign language in 
the light of such convictions of teachers increased the interest in 
linguistics. Some of them started giving close attention to English 
phonology and grammar. 
The first important attempt to provide a comprehensive 
description of English within the framework of Bloomfields's 
descriptive tradition was that of GL Trager and HL Smith. This book 
was published in 1951 titled as an Outline of English Structures. The 
book gives a very thorough treatment of the sound system including 
pitch, stress and juncture. It soon became an effective basis for 
discussion among linguists. The treatment of morphology is much 
vaster than that given to phonology and the discussion of syntax is 
even shorter. Apart from syntax, they also give attention to what they 
call "metalinguistics", which deals with social implications of 
phonological and grammatical variations and relationship between 
language and culture. 
It is important to note that the authors Trager and Smith 
deliberately ignore previous work on English grammar. They choose to 
approach the problem independently as they would approach the 
study of a previously undescribed American Indian language. The 
traditional grammars were largely based on written English, but for 
Trager and Smith, only speech is really the language and writing is 
merely a reflection of speech, and often quite an imperfect reflection of 
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it. From their point of view, the traditional grammars had approached 
the problem backwards and so their study was defective and 
incomplete. They considered it worthwhile to ignore the previous work 
on s)nitax and approached the problems afresh. 
It is in the treatment of grammar that the Outline breaks fresh 
ground basing their work solidly on the English sound system, for the 
first time Trager and Smith give particular attention to the 
grammatical function of stress, pitch and juncture which they 
collectively call "suprasegmental" features. The impact of their work 
on those attempting to bring new grammatical concepts into English 
teaching has been very great. For many people this approach is almost 
synonymous with linguistics. And this type of analysis based directly 
on phonology has come to be known as "phonologic s)nitax". 
In 1958, AA Hill published his Introduction to Linguistic 
Structures: From Sound to Sentence in English. His book intended to do 
two things: first to present an introduction to linguistics, and second 
to present a thorough framework for English grammar. Hill carries the 
techniques of "phonologic syntax" far beyond what is done by Trager 
and Smith in the Outline and in the process shows some serious 
defects of this technique. However, his work is considered useful 
because he gave a comprehensible and detailed treatment to syntax. 
A further development in the study of syntax in the 1940s came 
in the form of immediate constituent analysis. One of the important 
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works in this direction is A Nida's A Synopsis of English Syntax which 
attempts to describe English syntax or English sentence structure by 
a thorough application of an immediate constituent technique. 
However, Nida's presentation is in outline form, with scanty 
explanation or comment. 
In addition to the above-mentioned major studies of the 
grammar of English, there have been a number of other important 
contributions by linguists dealing with smaller segments. 
Transformational Grammar and Language Teaching 
Whether transformational grammar is of any use to language 
teaching is a controversial topic. Practically, transformational 
grammar has not been able to make any significant impact in 
classroom teaching, though it might be of some help to the language 
teacher in understanding the working of the structure of a language. 
J.T. Lamendella (1969) remarks that for many scholars 
transformational grammar is an attempt to represent the structure of 
linguistic knowledge in the mind and seek to apply transformational 
description of languages in the preparation of L2 teaching material. 
But it is a mistake to consider transformational grammar or any other 
theory of linguistic description to provide a complete theoretical basis 
for either L2 pedagogy or for language acquisition. According to 
Lamendella, it is a cognitive theory of language within the field of 
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psycholinguistics rather than theory of linguistic description which 
should be the basis of language teaching materials. He continues that 
the primary goal of the language teacher is to make the students 
proficient in the production and comprehension of the target 
language. For this, teachers should have access to a theory of human 
language acquisition and an understanding of the psychological 
representation of linguistic knowledge in the mind. The psychological 
processes which result in the acquisition, storage and use of linguistic 
knowledge are important for him. 
Not withstanding the claims which Chomsity has made 
regarding his theory, giving it a cognitive status, the standard theory 
of transformational grammar does not make any specific hypothesis 
about the structure of linguistic knowledge in the mind. Lamendella 
does admit that Chomskjr and other transformational grammarians 
have contributed a great deal to our understanding of language and 
language pedagogy, for example, by pointing out the uselessness of 
behavioural psychology and its uses to language teaching. But an 
examination of recent L2 text books soon shows that the theory of 
transformational grammar has contributed little to the development of 
teaching materials. In addition, theories of linguistic description are 
relevant to language teaching only to the extent that they form the 
part of data within a psycholinguistic or cognitive theory of language. 
It is this cognitive theory of language which may properly be utilized 
as a theoretical basis L2 teaching. 
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R. Lakoff (1969) takes an entirely opposite stand and says that 
the rationalist approach to language teaching as opposed to the 
behaviouristic approach has much to derive from transformational 
grammar. While memorization and pattern practice are sometimes 
useful, often they are not. The textbook writer must use his knowledge 
of transformational grammar though he might not use the 
transformational rules in the text itself. The textbook should be 
rationalistically oriented. It should encourage the students to ask 
themselves why sentences are good or bad and in this sense the text 
book will be transformational in accordance with the belief held by 
transformational grammarians about the actual of acquisition of 
language. 
In non-transformational intuitive grammar, sentences are 
related to one another on no grounds except the intuition of the 
writer. Sometimes the relationship seems to be correct according to 
modem analysis and at others it is absurd. There is no formal 
definition of a possible underlying structure. Though the theory 
assumes an underlying universal logical structure, there are no 
constraints on the form of this structure, or on the permissible types 
of rules transforming it to the surface structure. One sentence might 
have many possible analyses, with no means of distinguishing among 
them to find out which is right, and there is no assumption made that 
there must be only one underlying structure for a non ambiguous 
surface structure. Transformational theory, as exemplified in 
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Chomsky's Aspects of the Theory of Syntax formalized these intuitive 
concepts in order that they could be checked, constrained and tested 
by the teacher and the text book writer. Thus, we find that Lakoff 
gives transformational grammar an important place in language 
teaching, though an indirect one. 
CONCLUSION: 
To sum up, the chapter has briefly outlined the origin of 
grammar, traced it development into different types of grammar. It has 
dealt with traditional grammar, structural grammar and 
transformational grammar and finally examined their role in language 
teaching. 
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CHAPTER-II 
RECENT TRENDS IN THE TEACHING OF 
GRAMMAR: THEORY AND PRACTICE 
INTRODUCTION 
Grammar has traditionally enjoyed a central role in language 
teaching. Inspite of the impact of the changed view of grammar in the 
communicative approach to teaching, the majority of world's second 
language learners continue to learn from materials in which the 
principals of organization and presentation are grammatically based. 
In terms of language proficiency or communicative competence, 
grammatical competence constitutes an important component of it. 
We call upon our grammatical competence to express meanings in 
ways that are native-like in the target language. According to 
Chomsky, grammatical competence is the knowledge underlying our 
ability to produce and understand sentences in the language. 
This chapter has three sections. Section-I deals with the 
rationale for the teaching for grammar and its status in language 
teaching as perceived by present day theorists. Section-II deals with 
the place of grammar in curriculum design. The third section 
discusses some useful and interesting activity types for the teaching of 
grammar in the ESL classroom. 
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SECTION -1 
THE STATUS OF GRAMMAR 
Richards (1985) has chosen to use the term language 
proficiency instead of communicative competence. He says the notion 
of language proficiency is fundamental in designing a language 
teaching and testing programme. He further says that the concept of 
language proficiency differs first from grammatical or communicative 
competence in the foUowings ways: 
1. It is not defined with reference to knowledge or competence but 
with reference to performance, or how language is used. 
2. It is defined with reference to specific situations, purposes, 
tasks and communicative activities such as using conversations 
for face to face social interaction e.g. listening to a lecture. 
Discussing further the concept of language proficiency, 
Richards reports on issues arising out of SLA research which are the 
following: 
1. Invariant order of grammar development 
2. Delayed grammar development 
3. Variable use of rules 
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1. Invariant Order of Grammar Development 
One of the first important findings of SLA research is the 
discovery that two learners pass through clearly identifiable stages, as 
they acquire the grammar of the target language. Although there is 
some controversy regarding some features of invariant order 
hypothesis, there is now a substantial body of evidence to suggest that 
second language learners actually proceed through stages in the 
acquisition of grammar items and these stages are similar for learners 
of different language backgrounds. These developmental stages are 
typically taken as progress in language proficiency as the researchers 
claim that second language learning is a "creative construction 
process in which learners construct their own inter language 
systems". 
Using data taken from studies of differences between child and 
adult, pidgins and Creole, and formal and informal speech, Givon 
(1979) argues that in learning a language we acquire two modes of 
communication. The first he terms the pragmatic mode which is the 
system of communication in which function, topics, vocabulary and 
word order are the primary organizing mechanism. This is found in 
child language, in pidgins and in unplanned informal speech. 
The other is called by Givon the syntactic mode which is found 
in adult language and formal speech. Givon argues that syntax arises 
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from pragmatic mode as language learning progresses. Loose 
pragmatic structure develops into tighter syntactic structure. He 
proposes that at the initial stage in language acquisition, the learners 
rehearse on primarily the pragmatic mode of communication. 
From this perspective, the natural order of development of 
English morphology seen in SLA studies can be interpreted as a 
reflection of movement from pragmatic to syntactic mode. The 
naturalistic emergence of grammar composition which the morpheme 
studies show can be understood as evidence of a gradual refining of 
the learners' capacities to package communicative meanings and 
intentions. 
2. The Delayed Grammar Development 
Although second language learners may demonstrate an 
invariant order for the learning of grammar rules, for many language 
learners such acquisition does not lead to gradual mastery of all the 
features of target language. It has been found from research that 
many learners fail to go beyond an initial level of language proficiency 
in many areas of grammar, Inspite of developing enough control of 
other areas in communicative competence (Schmidt, 1983A; 1983 B; 
Higgs and Clifford, 1982; Schumann, 1978). 
In the light of the distinction between syntactic and pragmatic 
modes of communication, such cases may be interpreted as situations 
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where learners develop proficiency in the pragmatic mode at the cost 
of the syntactic mode of communication. It may be the case that the 
acquisition of syntactic mode is dependent on the use of other than 
oral modes of communication. Hence, it could well be said that lack of 
content within the written mode will lead to retarded development 
along the syntactic parameter. The converse is presumably also true, 
where learners exposed primarily to the syntactic mode may 
demonstrate considerable development along the syntactic mode, but 
are restricted in the use of pragmatic mode, that is, they are unable to 
maintain conversational discourse. 
Another important issue arising from cases of retarded grammar 
development such as those studied by Schmidt and Schumann, is 
that the degree of development and non-development along the 
grammar scale can not be taken as evidence of a level of language 
proficiency. Research shows that a learner may have attained a 
considerable degree of pragmatic or communicative proficiency despite 
lack of progress in the area of grammar. An index of grammar 
development is not necessarily an index of language proficiency. 
Although language proficiency at its higher levels includes control of 
morphology and syntax. 
3. Variable Use of Rules 
Another phenomenon repeated in SLA studies is variability in 
the use or application of rules that learners apparently know. An 
individual may demonstrate accurate use of a particular item of 
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grammar or phonology in one context but not in another. As Tarone 
observes, "The linguistic and phonological characteristics of inter 
language change as the situation changes" (Tarone, 1979:183). For 
example, "he no mone)^*. Such form-meaning direct alignments are 
later replaced by less direct but more target like forms. 
THE GRAMMATICIZATION PROCESS 
Rutherford (1987) refers to this as a continual re-adjustment of 
form meaning relationships of the grammaticization process. In this 
process of grammaticization one notices a gradual evolution form 
basic to marked forms and there is a steady growth towards target 
language morphology and collocation. The writer is of the view that 
instead of focusing on meaning, the focus of learner's attention is on a 
number of sentence structures, for example, passive form and 
imperatives and structures with modals, so they are unable to handle 
form-meaning relationship adequately. A pedagogical grammar must 
therefore take into account the processes that go into the making of 
inter language. 
Rutherford believes that language learning is a problem solving 
activity and grammar can be learned better by encouraging learners to 
solve grammar problems in a manner similar to young children 
solving their grammar problems while learning their mothertongue. It 
involves the induction of grammar rules through explicit analysis of 
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language input. Essentially, it is a process of discovery, involving 
hjrpothesis-formation leading to the formation of rules. 
Thus, the writer suggests the use of problem-solving strategies 
in the teaching of pedagogical grammar. However, if we realize that L2 
is learned best through problem-solving, obviously the learner needs 
adequate exposure to L2 data in order to form and test hypotheses 
and so arrive at correct generalizations. For example, if the problem 
before the learners is that of distinguishing between "a" and "the", 
using a problem-solving approach instead of stating the rule, the 
learners will have to infer it from a number of short texts with several 
examples of the target item. Afterwards, the students may be asked to 
identify each usage of the articles in the given passage and then 
formulate a rule on the basis of the clues provided. Subsequently, 
each student's hypothesis would then be tested against more 
examples in subsequent passages and would thus be either 
confirmed, rejected or revised. This problem-solving procedure has 
three recursive stages: 
1. Reading the given passage 
2. Forming a provisional hypothesis 
3. Testing the hypothesis and revising it if necessary 
The rule thus formed by the students might not be 
comprehensive or refined, but it will be pedagogically real and 
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moreover would reflect the natural process of hypothesis formation or 
rule induction. "The grammaticization process concerns the mapping 
of prepositional content on to appropriate sjntitactic forms, taking into 
account the communicative functions also, that the language is 
supposed to serve. Achieving the proper match of form and function, 
and allowing for the mediation of discoursal factors requires decision 
making and problem solving all along the way". (Bourke,1989, pp-21). 
CONSCIOUSNESS-RAISING 
According to Krashen's distinction between acquisition and 
learning, teaching of grammar would have no meaning. However, 
there is no confirmed proof that only acquisition is responsible for 
linguistic competence. On the contrary, there is a growing awareness 
that consciousness-raising is also responsible for linguistic 
competence (Rutherford 1987). This being so, learning can no longer 
be regarded only as a monitor but a direct means of linguistic 
competence. However, we also know that mother tongue grammar is 
acquired without any overt or conscious effort on the part of the 
learner. Thus consciousness-raising should also follow in the same 
way as the natural developmental process. It should not seek to 
impose a readymade grammar rule on the mind of the learners; rather 
it should act as a "conduit" or channel leading to the development of 
linguistic competence. This implies that just as L2 learners need 
exposure and interaction in an "acquisition rich" environment, they 
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should also be given the opportunity to focus on form. According to 
Rutherford (1987, pp-26), consciousness-raising has three 
advantages: " Learning will be faster; the quantity produced will 
be greater; and the context in which the rule applied can be 
expanded". 
THE GRAMMAR GAP 
Bourke (1989) comments that in the present the post-
communicative era a discernible shift towards a more structural 
approach to second language teaching is evident. "Consciousness-
raising" (CR) is referred to again and again. Bourke outlines the 
salient features of CR, assesses its role, in L2 learning and also 
recommends a strategy for implementing it. 
According to Bourke, viewing grammar as structural knowledge 
that can be measured through discrete tests is erroneous, which leads 
to the selection and gradation of language items with structural and 
functional orientation and presents them in a linear fashion? This 
view is dichotomous with the concept of "inter language" which is 
characterized not by well formed target like structures but by 
idiosyncratic forms which might be incorrect according to the native 
speaker, yet are systematic in themselves. So, learning a language is 
not the matter of a progressive mastery of a finite and a carefully 
selected and sequenced set of syntactic patterns. The initial stage of 
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the L2 learner's intemal syllabus reflects itself in transitional forms in 
an attempt to crack the code of Ismguage. It is a process marked by 
hypothesis-formation and hypothesis-testing. Generally, semantically 
simileir items are put together syntactically. 
Two Models of Grammar Teaching 
Bourke (1989) suggests that it is possible to view pedagogical 
grammar as being of the two following types: "product focused" and 
"process focused". The former is form-based and concerns the 
manipulation of linguistic structures arranged in an orderly sequence, 
leading to eventual language use. The purpose of this model is to 
generate instances of correct "usage" as Widdowson (1978) notes, 
learners are required to manifest their knowledge of the language 
system. This model of grammar teaching is analytic and atomistic and 
"lacks a mechanism for recombining the fragmented molecule of 
language, and more seriously, can shield the learner from actual 
language use" (Bourke, 1989 p.22). 
On the other hand, the "process model" is function based and is 
concerned with language use and not just the language system. It 
progresses from discourse to structure. It is holistic rather than 
atomistic and learners discover the linguistic system by experiencing 
real language use. Thus, it is a problem driven model appropriate for 
hypothesis formation and hypothesis testing. The learner's inter 
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language can thus be "grammaticized", Bourke also points out that 
the two types of grammar teaching models should not be viewed as 
mutually exclusive and there is a considerable overlap between the 
two. However, they represent two opposing viewpoints regarding the 
definition of pedagogical grammar. 
Rooner or later the learners will have to go beyond grammar, 
that is areas where grammar rules apparently seem to be isolated, 
which implies that since all language is an "effort after meaning", it is 
obviously necessary for the learner to see the relationship clearly 
between deep structures and surface structures. Shey should be given 
ample opportunities to discover the relationship between form and 
function and to understand discourse consideration and semantic 
relations. H is important to understand that syntactic patterning is 
determined by discoursal patterning. She language learner has to 
operate with the two linguistic systems, those of form and function 
simultaneously. Both are essential and neither has priority. 
FOCUS ON FORM IN CLT 
Williams (1995) draws attention towards the need to focus on 
form in CLS. Rhe sights voices of concern raised by researchers such 
as (Celce-Murcia, 1991; Ellis, 1993; Long and Crookes, 1992). 
All stress the need to re-examine the question of form-focused 
instruction in the classroom where the primary focus is on 
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communication. Celce-Mercia and Long & Crookes advocate the need 
for drawing learners* attention to language form within content-based 
and task-based curriculum. Ellis also argues for the development of 
explicit rule-based knowledge as crucial in helping learners sort out 
input and facilitates output. Most of the CLT classrooms share the 
following characteristics: 
(1) Use of authentic language including rich, varied and 
unpredictable input. 
(2) Emphasis on the performance of tasks with focus on 
meaning which also involves negotiation of meaning. 
(3) Minimal focus on form which implies lack of error correction 
and little explicit instruction of language rules. 
Jessica Williams sights an example of Canadian immersion 
program as the best example which reflects the successes and pitfalls 
of CLT. It has been found that though students achieve remarkable 
success in their language proficiency through this language teaching 
program, they fail to come near native speaker standards of accuracy 
even after years of classroom teaching or instruction. They continue to 
make basic errors in morphology & syntax (Harley 85 Swain, 1984; 
Swain, 1985), inspite of having been exposed to the masses of 
comprehensible input. So it seems that in focusing exclusively on 
55 
meaning and overall success of communication, we have neglected 
important issue of accuracy. 
In recent times a number of studies on Canadian immersion 
programs and other second language programs have tried to test the 
effectiveness of an increased focus on form in conjunction with basic 
CLT principles and most have found a positive effect. However, 
understanding what form-focused instruction really means is also 
important, because it has several interpretations £ind involves several 
related issues: 
(1) Does form-focused instruction imply explicit teaching of 
grammar rules, rules in context, giving explicit feedback or 
implicit feedback or highlighting certain items in natural 
discourse or a combination of some or all of the above? 
(2) Which forms are to be focused in which teaching context? 
Should all learners get form-focused instructions? Do 
advance learners benefit more from form-focused instruction 
than beginners? 
Williams to answer some of these questions. First of all taking 
up the issue of explicit and implicit grammar instructions, Jessica 
Williams sights the study conducted by Trahey and White (1993) in 
which the researchers attempted focusing students' attention on form 
with what they termed as inputflood of adverbs of frequency which 
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means increasing the number of time the students come across a 
particular form without any explicit instruction on them. The result of 
this study showed that though students learned using sentences 
available in inputflood, they did not drop the sentences with wrong 
adverbs of frequency which were not present in their input. This 
shows that enhancing the input to include a large number of 
examples of target forms is sufficient to make learners to use them; 
however, it is also necessary to be explicit if we want them stop using 
forms which are ungrammatical. There is a growing support for 
providing explicit grammatical instruction now and the use of 
corrective feedback (White, 1991; Fotos, 1993; Yip, 1994; Trahey M., 
85 White L, 1993). The studies cited above use a variety of teaching 
techniques but all of them advocate the use of explicit instruction of 
grammar rules and corrective feedback. 
Continued attention to form, consistent corrective feedback and 
pushing learners towards target like production are all important for 
teaching efficacy. It is important to note that focus on form should 
only be a part of a teaching approach that, in general, is focused on 
meaning. Besides, it is also important to consider the timing of form-
focused instruction. For example studies conducted by Celce-Murcia 
(1991) 85 Vanpatten (1990) suggest that focus on form is particularly 
problematic for beginners. Lightbown (1992) suggests that form-
focused instruction is not likely to be successful if it is separated from 
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communicative contexts. This highlights the importance of embedding 
of form-focused instruction within interactive situations. 
To sum up, the following are the outcomes of the discussions 
taken up by Jessica Williams: 
(1) An increased focus on form in a CLT classroom seems to have a 
positive effect in terms of higher accuracy. However 
instructional treatment which includes explicit teaching of rules 
as well as corrective feedback seems to be more effective. 
(2) Another important point is to be noted that form-focused 
instruction seems to be more effective in later stages of language 
learning. 
(3) Yet another point to be kept in mind that form-focused 
instruction should not be separated from communicative 
contexts. 
INTEGRATING GRAMMAR INSTRUCTION AND COMMUNICATIVE 
LANGUAGE USE THROUGH GRAMMAR CONSCIOUSNESS-RAISING 
TASKS 
Sandra fotos (1994) reports a study of three grammar 
consciousness-raising tasks dealing with word order. The results show 
that the tasks promoted proficiency as well as negotiated interaction 
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in the students. She recommends C-R tasks as one way to integrate 
form-focused instruction within a communicative framework. 
According to the researcher, a large body of research now 
suggests that a return to some type of formal instruction is necessary. 
This line of research, though contrary to the principles and practices 
of communicative approaches to language learning in which learners 
are exposed to a rich variety of comprehensible input without any 
deliberate grammar instruction, also attempts to integrate instruction 
on problematic grammatical features within a communicative 
framework. 
Doughty (1991) in her study compared gains in relative clause 
usage achieved by learners who read passages with the target 
structure. One group received a presentation of formal grammar rules 
together with the text and the other group received a meaning focused 
treatment in which paraphrases and clarifications from the text were 
provided with target structures visually highlighted and printed in 
capital letters. Both treatment groups showed similar significant gains 
on post-test of the target structure compared with the control group 
which was only given communicative exposure. Thus, the result of 
this study provides support for the role of formal grammar instruction 
in the development of grammatical knowledge. This study also showed 
that the meaning-focused treatment group was better able to recall 
the content of the reading text than the group exposed merely to a 
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formal presentation of grammar rules. Thus according to Doughty, 
content oriented instruction which also attracts learners' attention to 
the target structures in the context is an example of form-focused 
instruction which is an improvement on traditional teaching. 
Fotos reports another line of investigation persuaded by 
researchers such as (Lightbown and Spada, 1990; White, 1991; White, 
Spada, Lightbown and Ratna, 1991). The focus of these studies is on 
the favourable learning outcomes from formal teacher oriented 
grammar instruction and corrective feedback provided within a 
communicative organized classrooms. In the first study, a number of 
communicative classrooms were observed and it was discovered that 
learners in those classrooms gained in greater accuracy in which 
teacher oriented grammar instruction or error correction was 
provided. In the other two studies, the teachers presented formal 
instruction and feedback on two grammar points, wh-questions and 
adverb position. These studies also showed that an instructional focus 
on grammatical features enhances language use and helps in C-R in 
the learners which mean that learners develop some knowledge about 
a target feature and become more aware of the particular feature in 
their language use afterwards. This is the process which is seen as 
essential for language acquisition (Mclaughlin, 1987; Rutherford 8& 
Sharwood Smith, 1986; Schmidt, 1990; Sharwood Smith, 1991). 
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Some other studies have also reported significant gains in 
communicative use of target forms resulting from immediate teachers' 
feedback on different types of errors. This was found to be a better 
technique than informing students in advance about potential 
problem areas. 
Fotos presents a third line of research towards integrating 
grammar instruction with the provision of opportunities for meaning-
focused use of the target language which she calls "A task-based 
approach to the study of grammar'' (Fotos and Ellis, 1991). Fotos and 
Ellis (1991) recommend a task-based approach to grammar 
instruction employing an activity which provides learners the 
opportunities to solve grammar problems interactively. They label it 
C-R task because it is communicative and it also focuses on an L2 
grammar problem. The special feature of this technique is that while 
learners focus on forms, they are also engaged in meaning-focused 
use of target language as they solve the grammar problems. Thus, 
they develop grammatical awareness while they are communicating. 
Fotos remarks that their approach should however be differentiated 
from that of a number of other researchers who have also 
recommended a task-based approach to grammar instruction. Some 
researchers such as UR (1988) suggests the use of task aimed at the 
production of accurate target structure. Dicken and Woods (1988) 
Nunan (1989) 8B Doughty (1991) have all suggested the use of C-R 
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tasks which are non-grammatical in themselves. Fotos mentions that 
there are two chief differences between the tasks suggested by her and 
the above mentioned researchers. The first difference is that while the 
task employed by other researchers is non-grammatical but it requires 
either the recognition or the use of target structure in the performance 
of the task, the content of Fotos's grammar C-R task is the target 
structure itself. The second difference is that Fotos's task is not aimed 
at developing immediate ability to use the target structure but only 
attempts to attract the learner's attention to grammatical features and 
facilitating their use in subsequent communicative input. 
Fotos notes that there are clear pedagogic advantages in having 
grammar as a task content, because grammar problems constitute 
serious study material, opposed to the trivial nature of many 
communicative tasks. The results of the study show that grammar C-
R task employed by Fotos can be adopted in the classroom as one 
possible technique for promoting knowledge of problematic 
grammatical structures through communicative activities. The 
learners showed significant proficiency gains in the target structure 
and they also produced quantities of L2 negotiations comparable to 
the amount of L2 negotiations produced by other communicative 
tasks which lacked in grammatical content. Thus, the type of C-R task 
suggested by Fotos seems to produce negotiations that were 
sufficiently rich to suggest that this task may be of general benefit to 
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L2 acquisition. To sum up, in the words of Fotos, "Grammar C-R task 
can therefore be recommended to the field of language teaching as a 
useful pedagogy at a time when many teachers are seeking acceptable 
ways to bring formal instruction on grammar back into their 
communicative classrooms, and other teachers are searching for 
communicative activities which harmonize with the goals of more 
traditional educational curricula emphasizing the formal study of 
language properties". 
SECTION-II 
PLACE OF GRAMMAR IN CURRICULUM DESIGN 
CURRICULUM AND SYLLABUS 
A curriculum contains a broad description of general goals by 
indicating an overall educational cultural philosophy which applies 
across subjects together with a theoretical orientation to language and 
language learning with respect to the subject matter at hand. A 
curriculum is often reflective of national and political trends as well. A 
syllabus is a more detailed and operational statement of teaching and 
learning elements which translates the philosophy of the curriculum 
into a series of planned steps leading towards more narrowly defined 
objectives at each level. 
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It is important to differentiate between a curriculum and a 
syllabus as the above definition shows. A curriculum can be the basis 
for developing a number of specific syllabuses related to specific 
student groups and their needs. 
Components of a Curriculum 
A curriculum presents a general rationale for making policy 
decisions and it combines educational and cultural goals, while the 
goals of language learning and educational policy could be based on 
one of the following major view points or theories: 
1. A behaviourstic theory of learning which considers the learner 
to be a passive organism and stresses the role of environment; 
2. The rationale cognitive theory which considers the learners as 
contributors in the learning act; 
3. The humanistic orientation which takes into account each 
individual's cognitive and affective growth and development. 
Usually an educational orientation is based on one or more of 
language and language learning theories. For example, the audio-
lingual method relevant in the 1950's and 1960's was based on the 
behaviouristic views of language learning and structuralistic view of 
language. These views were reflected in the audio-lingual curriculum 
too. 
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When behaviorism and structuralism were criticized and 
rejected, language teaching derived from the rational cognitive 
orientation proposed by transformational linguistics in the 1960's, 
though transformational generative grammar was never fully adopted 
for language teaching. The humanistic orientation seems to be a 
further development of cognitive orientation and it has been closely 
associated with the communicative view of language teaching, the 
most prominent approach to language teaching since the mid 70's. 
Types of Syllabuses 
Language teaching syllabuses can be categorized into four major 
types: 
The structural/grammatical syllabus, the semantico-notional 
syllabus, the functional syllabus and the situational syllabus. 
The structural/grammaticsd syllabus is based on the selection 
and gradation of grammar items such as articles, tenses, prepositions. 
The semantico-notional syllabus is organized around notions or ideas 
such as space, time and location. The functional syllabus which was 
developed in combination with the notional syllabus focuses on the 
social functions of language as the basic unit of organization (Wilkins 
1976). A functional syllabus deals with functions such as apologizing, 
persuading and refusing. The situational syllabus is organized on the 
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basis of different situations faced in real life, such as at a hotel, at the 
railway station and so on. 
Within communicative language teaching many practitioners 
and theorists have also proposed the idea of a process syllabus which 
is not based on the separate units but rather on a continuous process 
of communication in the target language. In such a syllabus which is 
not pre-existent, the various linguisitc, thematic and functional 
elements are selected on the basis of learner needs. 
Stem's classification of syllabus design 
Stem (1984) presents a review of current concepts about 
syllabuses as the following: 
The first trend is represented by Candlin and Breen and it 
strongly reacts against the notion of a fixed syllabus which can be 
"planned; ordained and imposed on teachers and students" (Stem 
1984, pp-7). They believe that there is not a choice between structural 
and functional syllabuses. Syllabuses should be opened and 
negotiable. They propose that the curriculum should be negotiated by 
the teachers along with the learners. According to Breen, one may 
start from a planned or a pre-designed syllabus, but such a syllabus 
is inevitably reconstructed by the teacher, and it should be noted that 
learners also create their own syllabus. So, the pre-designed syllabus 
is in fact a paradox. It only makes sense if it is used in the formation 
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of three other syllabuses that is the teacher's, the individual student's, 
and that of the whole class. A good syllabus design according to Breen 
should take into account all these three syllabuses from the 
beginning, Breen's ideal syllabus thus stresses the learning process 
and helps the learner in drawing "Their own route maps" (Breen, 
1984). 
Candlin's view is even more-radical who rejects a syllabus 
altogether which requires learners to accumulate received knowledge 
and to attain predetermined goals. He proposes a syllabus which 
encourages learners to explore their own ways of acquiring knowledge. 
Such a syllabus is interactive and has a problem solving nature and 
they are produced interdependently in classrooms by teachers and 
learners. Thus, according to this, perspective syllabuses become 
retrospective records rather than prospective plans. In fact, in 
rejecting prospective plans, objectives of teaching content and 
methodology, Candlin rejects the idea of a syllabus altogether. 
(Candlin, 1984). 
The second trend is represented by Widdowson and Brumfit 
who can be placed on the other extreme and who consider a syllabus 
as a necessity. This does not imply that Widdowson advocates a 
narrow view of the syllabus. He also likes the idea of freedom for the 
teachers but means to achieve it without losing the benefits of a well 
designed syllabus. He makes a clear distinction between syllabus and 
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methodology. He suggests that a syllabus should be structural while 
the methodology can be communicative. He even states that there is 
no such entity as a "communicative syllabus" (Widdowson, 1984). 
Brumfit's position is similar to Widdownson's but he is more 
concerned with the characteristics and the quality of the syllabus 
itself. He maintains that a syllabus must be based on concepts of 
language, language learning and language use. However, the 
important thing is that a syllabus should be efficient. It must specify 
linguisitc, socioloinguistic, pragmatic and cultural content to be 
conveyed and sequencing of items is inevitable in the arrangement of 
the content. He speaks of a structural core with other aspects used as 
a "Spiral" around this core. Overall, he recommends practical teaching 
considerations and great flexibility as guiding principles for syllabus 
msikers. 
Yalden's (1984) syllabus is similar to Brumfit's and 
Widdowson's and she recognizes the practical and social necessity of a 
syllabus and her main criteria are pragmatic and pedagogical 
efficiency. According to Yalden, it is best to base a syllabus on 
language use which requires a needs analysis and the identified needs 
decide the choice of the syllabus content. The syllabus has both 
formal and functional components and she advocates both linear and 
spiral structuring of the syllabus. She recognizes that the learner may 
have to make some contribution to the curriculum but unlike Breen 
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and Candlin she is not preoccupied with the learner's role in syllabus 
design. 
Allen's classification of syUabus t]rpes 
Allen describes in his paper a three-fold approach to syllabus 
designing-structural analytic, functional analytic and experiential. 
This can be viewed as an attempt to integrate different types of 
syllabus in a systematic manner. The three approaches mentioned by 
Allen can be described as follows: By the term anal3^c, Allen means 
those types of syllabuses which break language into separate 
elements. Thus, while the structural and functional syllabuses 
present language input to the students in the form of discrete 
elements, in the experiential approach to language teaching the input 
presented to the student is not broken down analytically by the course 
designer or the teacher, but is presented as a whole chunk, expecting 
that the students will discover the rules of language without formal 
teaching as is the case in the first language learning. 
Structural Analytic Syllabus 
The structural analytic syllabus was adopted by the audio-
lingual method based on the hypothesis that the ability to 
communicate depends on having at least some prior knowledge of 
grammar, vocabulary and rules of pronunciation. This type of syllabus 
was based on a grammatical inventory which determined the order of 
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formal and lexical items presented to the students. The basis of this 
practice was the assumption that the learning of grammatical features 
one by one will ultimately builds up into a complete, system of 
language. Allen points out that 
"from one point of view, the use of a 
grammatical syllabus places undesirable 
constraints on the development of 
spontaneous language use; from another 
point of view such a syllabus provides an 
element of guidance" (Allen, 1983). 
The structural approach to syllabus design was criticized 
vehemendy in the past for laying emphasis on "usage" rather on use. 
However, Allen maintains that, "pattern practice in itself is not actual 
communication but it helps to establish the basis for communication 
at a later stage". 
He is against a "wholesale dismissal" of the structural syllabus 
and says that grammatical, discourse and socio-linguistic competence 
complement each other and learners are required to develop a rich 
linguistic competence for performing complex communication task. 
Functional Analytic Syllabus 
Different types of functional syllabuses fall in this category, 
while in the structural syllabuses, structures were selected and 
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arranged and later on were presented in meaningful contexts, in the 
functional analytic syllabus this process is reversed. That is, first the 
situations are specified and then the notions, functions which the 
speaker is most likely to employ in these contexts are identified. 
Finally, the relevant grammatical, lexical and phonological elements 
are identified and included in the syllabus. In this type of syllabus, 
there is a shift of emphasis from language forms to language 
functions. Since there is no one to one correspondence between 
language forms and language functions, the materials produced in 
such a manner are "functionally coherent" but "grsimmatically 
diversified" on the basis of the belief that "what people want to do 
through language is more important than the mastery of language as 
an unapplied system" (Wilkins, 1976: pp-42). 
So, instead of aiming to establish a repertoire of grammatical 
patterns which might be used by the learners in the widest possible 
range of circumstances, a functional analytic syllabus is organized in 
terms of communicative functions for which people learn the 
language. However, this sort of syllabus is criticized for lacking in 
systematicity in terms of grammatical items. Yet another criticism that 
it is subjected to, is that it is only a renaming of the old grammatical 
categories of the structural syllabus. Allen is of the view that if we 
clearly distinguish between syllabus design and classroom 
methodology, then the apparent contradiction can be resolved. 
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Syllabus designing is the level at which we define goals of the teaching 
programme which involves compiling inventories of items to be taught. 
On the other hand, methodology exists at the level of creating texts, 
activities and exercises within which teaching and learning takes 
place. 
Experiential Syllabus 
The aim of the structural approach to syllabus design is to 
provide the learner with a grammatical repertoire as a prerequisite for 
communication and that of the functional approach is to direct the 
curriculum towards communicative language use without abandoning 
the principles of simplification, guidance and explanation. In contrast, 
the non-analytic, experiential approach to syllabus design aims at 
providing naturalistic learner-centered practice without any detailed 
specification or sequencing of the linguistic items to be taught. This 
approach is based on one of the following principles: 
1. The natural way to learn a language is to imitate spontaneous 
language behavior of the native speakers. 
2. Learning is the process of interaction and negotiation. 
3. As language is used mainly for the purpose of communication, it 
can be learned more effectively when the focus of the learner is 
on the meaning rather than on the form of the language. 
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4. The organizing principle for the experiential syllabus is in terms 
of task or problems designed to engage the students ' abilities in 
an integrated and realistic manner. 
In short, the experiential syllabus aims at encouraging the 
language that is naturalistic, interactive, message-oriented and 
problem-based. The natural syllabus proposed by Krashen and Terrell 
(1983), and the process syllabus proposed by Breen and Candlin 
(1980) and the task-based syllabus advocated by Johnson and 
Brumfit and employed by Prabhu (1983) in his Bangalore project fall 
in this category. The natural approach to syllabus designing is clearly 
based on Krashen's monitor model, according to which form-focused 
activities are of minimum benefit to the learner because "conscious 
learning" cannot be converted into the central process of unconscious 
"acquisition", responsible for all genuine comprehension and 
production of language (Krashen, 1982). In this approach, the teacher 
supplies comprehensible input by maintaining a constant flow of 
speech closely related with the classroom situation. Only the target 
language is used and errors are not corrected unless communication 
is seriously hindered. The activities hinge only on topics of personal 
interest to the learners and speech is allowed to emerge naturally 
instead of being forced by the teacher. On the other hand, the study of 
formal grammar is limited to homework and written exercises. 
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Allen points out a discrepancy in Krashen and Terrell's natural 
approach: that is, a close reading of Krashen and Terrell makes it 
clear that it is difficult to avoid conscious learning. They admit paying 
attention to conscious learning in their teaching by confessing that 
20% of consciousness-raising time should be devoted to "learning" 
activities. 
Variable Focus Approach to Syllabus Design 
After discussing the above three approaches to syllabus design, 
Allen recommends a variable-focus approach to curriculum design 
which is independent of any specific above mentioned positions. This 
approach is similar to Yalden's proportional syllabus which integrates 
elements of analytic and non-analytic syllabus t)qDes. Allen believes 
that there is no single method or theory which is capable of taking 
into account all aspects of language and language learning. So, the 
teacher should be allowed to make informed and intelligent choices 
from the large variety of competing theories and methodologies 
available. 
In the variable-focus approach, the basic unit of organization is 
the communicative setting which may be specified in terms of topic 
theme or task. When the communicative setting has been established, 
learning objectives are specified according to either the analytic or the 
non-analytic approach. The analytic or linguistic syllabus includes 
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grammatical categories, communicative functions and rules of 
discourse to be taught over a span of time. The non-analytic or non-
linguistic syllabus, on the other hand specifies details of notional and 
functional criteria needed for performing the task and is based on an 
analysis of different ways of performing the task. 
To sum up, according to Allen, the variable-focus curriculum 
should be viewed as a consciousness-raising tool for broadening the 
interpretation of the existing syllabus formulations. In fact, second 
language syllabuses should not be viewed as a "prescriptive formula" 
but rather as a collection of resources from different approaches and 
teachers should be free to select relevantly from these. It is discovered 
on the basis of research that some students benefit more from 
analytic or linguistic approach while there are others who correspond 
more readily to naturalistic and non-anal)^c meaning based 
approach. Allen advises us to be on our guard against a "bandwagon 
effect" in second language teaching that is adopting anything without 
discretion as well as a "wholesale dismissal" of teaching practices and 
theories. 
Wilkin's Notions of a "Minimum Adequate Grammar** (1979) 
Wilkins suggests the concept of a minimum adequate grammar 
by which he means a knowledge of the grammatical system of a 
language sufficient to meet basic and urgent communicative 
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requirements of the learners. This is something like what Michael 
West refers to as minimum adequate vocabulary. 
The criteria for determining the contents of a minimum 
adequate grammar may not be entirely intuitive. According to Wilkins 
they might be based on semantic universals. Wilkins argues that the 
most valuable contribution to be expected from a notional functional 
syllabus is in the provision of the minimum adequate grammar. 
Grammatical Situational and Notional Syllabuses (Wilkins 1979) 
Wilkins states that a glance at the history of language teaching 
shows that whatever the method, the syllabuses of language teaching 
have always been defined in grammatical terms over the years. This 
seems to be based on the belief that learning a part of the grammatical 
system at a time makes language system easier. Thus the Grammar 
Translation Method, the Audio-lingual Method and the Oral 
Situational Approach are all manifestations of this principle. The 
criticisms of the grammaticEd syllabus are many. Often the 
grammatical items learned are not applicable to every day situations 
and so result in a lack of motivation in the students. Also, the focus 
on the grammatical form rather than on meaning and message which 
is the goal of all communication is also misguided. Yet another 
criticism of the grammatical syllabus that their organization in 
structural terms does not reflect real life communication, because in 
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real acts of communication structures which are similar in meaning 
occur together rather than those which are similar in structure. 
Wilkins also criticizes oral/situational syllabuses which are 
based on the view that language always occurs in the social context so 
language structures should be taught accompanied with relevant 
situations. The situational syllabus is thus based on predictions of the 
situations in which the learner is likely to operate. Such a syllabus 
focuses on what is most relevant to a given group of students who can 
be highly motivated by realizing the relevance of the learning in their 
future life. Wilkins remarks that it is not very feasible to produce a 
complete syllabus. According to situational criteria he maintains, that 
it is extremely difficult to define what a situation exactly is. According 
to him the situational syllabus is not appropriate for a general 
language course, though it might be useful in certain specific contexts 
of learning. 
While the grammatical syllabus tries to answer the question 
how, that is how speakers express themselves in the target language. 
The Situational Approach attempts to answer the question Svhen' and 
Vhere', that is, when and where the learners will require the target 
language. Wilkins remarks that a more fundamental question to be 
answered is what?, that is, what are the "notions" that the students 
will want to express through the target language, and in this type of 
syllabus the language content will be specified according to the 
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semantic n e l c R o r the learners. Some of the content might be 
generally applicable to all groups of learners while some of it might be 
limited to specified groups of learners who will use the language in 
their specialized areas of work. 
Thus, Wilkins proposes that the first step in the formation of a 
syllabus should be consideration of the language content in terms of 
ideas and concepts which will be the deciding factors for determining 
the structures to be taught. According to him this sort of syllabus will 
result in a semantic or notional syllabus "which establishes the 
grammatical means by which the relevant notions are expressed". So 
Wilkins has suggested two categories to be included in his notional 
syllabus: notional categories and functional categories. 
The notional categories include time, quantity, space, matter, 
case and deixis. There are subcategories in each of these main 
categories. Giving an example of how to teach time, Wilkins says that 
instead of starting with tenses, that is, past present and future, it is 
better to give the learner the means to express the past, present and 
future time relation through different verbal forms. The choice of the 
form to be taught should be based on the anticipated use of the 
grammatical system. For example, in spoken English, colloquial 
course, the "going to" form might be selected while in a formal, written 
English course the construction with the modal with "might" be 
selected for teaching. 
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The second group of categories is of communicative functions 
related to the uses of language in actual situations. Some of these 
categories are modality, suasion, argument, personal emotions, 
emotional relations, interpersoneil relations. All these categories have 
subcategories. For example the category "emotional relation" includes 
the subcategories greeting, sympathy, gratitude etc. 
To sum up, according to Wilkins, the value of the notional 
approach to syllabus designing is that it compels one to consider the 
communicative value of everything that is taught. The aim of teaching 
is to progressively expand the communicative competence of the 
learner. The notional and functional categories provide a way for 
describing the communicative needs of different groups of learners. 
On the basis of this framework one can determine the learning 
priorities based on the acts of communication in which the learners 
are expected to take part. According to Wilkins, information provided 
on the possible content of utterances is of greater practical value than 
the information on the grammatical form. However, such a syllabus 
includes both content and form since each category has a particular 
set of grammatical realizations. 
Usage and Use in the Designing Teaching Materials 
Keeping in view the distinction between usage and use 
Widdowson (1978) says that items selected for teaching should not be 
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selected because they occur frequently as instances of usage but 
because they have high potential occurrence as instances of use 
which is relevant to the learners' purpose in learning. Our concern 
should be more with use and we should arrange the structural items 
in such a manner that they are relevant to a particular kind of 
communicative situation. 
For example, identification and description are two language 
functions commonly used by students of science so structures such 
as "This is....", "There is ", "Its use is " should be grouped 
together. 
" It is not very satisfactory to speak of the aims of a language 
course in terms of the ability to speak, understand, write and read the 
words and structures of a language. We might do better to think 
instead in terms of the ability of using the language for communicative 
purposes. But if we think in this way, the potential value of the items 
we select and their realization as 'use' through grading and 
presentation have to relate to particular areas of 'use'. What we have 
to think of, in other words, are particular kinds of communication, 
particular ways of using the language, as a necessary preliminary to 
the preparation of the course we are to teach". 
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SECTION-III 
ACTIVITY TYPES FOR THE TEACHING 
OP GRAMMAR 
According to Littlewood (1981) "One of the most characteristics 
features of communicative language teaching is that it pays 
systematic attention to function as well as structural aspects of 
language" PP-1)- Obviously Littlewood endorses a weak version of 
the communicative approach. He maintains that the structural view of 
language has not in any way been superseded by the functional view. 
It concentrates on the grammatical system describing ways in which 
linguistic items can be combined and expressed. For example, the 
difference between passive and active, declarative and interrogative 
sentences which form intuitive knowledge of the native speaker's 
competence and enable him to produce new sentences to match the 
meaning that he needs to express, are required by the second 
language learner also and need to be taught consciously. Littlewood 
lists four broad domains of the skill which comprise a person's 
communicative competence and which must be catered to in foreign 
language learning: 
(1) Skill in manipulating the linguisitc system to the point where 
the learners can use it spontaneously and flexibly in order to 
express their meaning. 
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(2) The ability to distinguish between forms which they have 
mastered and their corresponding communicative functions. 
(3) Skills and strategies for employing language to communicate 
meanings effectively. 
(4) Being aware of the social meanings of linguistic forms. 
On the basis of the above four domains of linguistic skill, 
Littlewood presents his methodological framework for classroom 
activities. This methodological framework is represented 
diagrammatically as follows: 
Littlewood's Model of Classroom Activities 
Structural Activities 
Pre-Communicative Activities 
Quasi-Communicative 
Activities 
Functional Communicative 
Activities 
Communicative Activities 
Social Interaction Activities 
(Littlewood 1981,:86) 
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As the diagram shows, the model consists of two types of 
activities: Pre-communicative and communicative 
Pre-communicative Activities 
In pre-communicative activities, the teacher works on specific 
elements of linguistic items or skills of communicative ability and 
provides the students with opportunities to practice them separately. 
Different types of drill or question-answer practice fall in this category. 
The aim of these activities is to provide learners with the fluent 
command of the linguistic system without actually requiring them to 
use it for communicative purposes. Most of the audio-lingual drills 
which require the students to repeat given sentence structures fall in 
the category of structural activities which constitute a type of pre-
communicative activities. 
Littlewood suggests that these purely structural activities can be 
related to their function to some extent by making the language sound 
more communicatively authentic. For example, the given set of 
prompts and response: 
P John has written the letter. 
R : He wrote it yesterday. 
P : John has seen the film. 
R : He saw it yesterday. 
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The above can be modified in the following way: 
P : By the way, has John written that letter yet? 
R : Yes, he wrote it yesterday. 
P Has he seen the film yet? 
R : Yes, he saw it yesterday. 
The items in the second set serve to illustrate not only 
structural facts, but also communicative facts. The prompt in the 
above example is not only a perfect interrogative sentence, but also a 
question, while the response is not only a past tense declarative, but 
also a reply. Thus, the second set of prompts and responses can fall in 
the category of quasi-communicative activities. Communicative 
activities again comprise two types: functional communicative 
activities and social interaction activities. Functional communicative 
activities are those in which the learners adapt their language, so that 
it reflects some aspects of non-linguistic reality such as a concrete 
situation. In these activities, the learners should preferably perform a 
reasonable and useful communicative function. For example, they 
may be asked to imagine themselves giving directions to a stranger on 
the basis of a town map: 
P : Excuse me, where's is the post office? 
R : It is opposite the theatre. 
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P : Excuse me, where is the bank? 
R : It is next to the cinema. 
Such activities sustain learners' motivation and make the 
activities more appropriate to their possible communicative 
requirements in future. 
Finally, the last type of activities is social interaction activities, 
which aim to teach learners to relate language to the social meaning 
that it carries, and to employ it as a vehicle for social interaction. In 
order to achieve this goal, it is necessary to increase their sense of 
performing in a meaningful social context, rather than simply 
responding to prompts. Such activities should be free from 
dependence on the teacher in order that learners begin to interact as 
equal partners in equal exchange. For example, after an initial period 
when they learn to make and reject suggestions under the teachers' 
control, they may be asked to interact in pairs. One of the learners 
may possess a set of cues showing what suggestions he has to make, 
while the other responds either according to personal preference or 
form a second set of visual cues. When learners have acquired 
adequate command of a suitable inventory of items, they may use 
them to perform in open dialogue. This requires them to identify more 
strongly with a social role in order to formulate complete responses 
during a social interaction activity. 
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Littlewood notes that diagrammatic representation of activities 
does not necessarily show the temporal sequencing of exercises. 
However, most teachers would find it appropriate to start with pre-
communicative activities in which the learners practice certain 
language forms or functions. These activities will lead to 
communicative work during which the learners can use the new 
language they have acquired, and the teacher can monitor their 
progress. Thus, this is the familiar progression from controlled 
practice to creative language use. However, it is also possible to 
modify or reverse the sequence according to the needs of the learners. 
Littlewood attributes the roles of two main categories of activity 
as follows: 
1. Pre-communicative activities have the goal of giving learners 
fluent control over linguistic forms so that the lower level 
processes will be capable of emerging automatically in response 
to higher level decisions based on meanings. Though the 
activities may highlight the links between forms and meanings, 
the chief condition for success is whether the learner produces 
acceptable language. 
2. In communicative activities, the production of linguistic forms 
becomes a secondary consideration and the focus is on the 
communication of meaning. The learner is here expected to 
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select suitable linguisitc forms from his toted inventory and 
produce them fluently. The condition for success here is 
whether the meaning is conveyed effectively. 
Recommended Activities for Teaching Grammar 
In this section various types of activities have been described 
which are recommended by different contemporary teaching 
practitioners from different parts of the world. 
DICTOGLOSS 
A text based activity for teaching grammar; this activity is 
suggested by Ruth Wajnryb (1989), a teacher from New South Wales 
for the teaching and learning of grammar. In this activity the teacher 
gives a speedy dictation of short texts to a group of students. The 
students take notes during the dictation and then work in small 
groups to piece together the text. Thu§ this activity involves the 
pooling of the group notes and the making of grammatical decisions 
about the text, specifically about the choice of words, sentence 
formation and inter-sentence connection. After each group has 
produced its own version of the text, each group's version is analysed 
and corrected as a whole class activity. Wajnryb summarizes the 
procedure of dictogloss in four points which are the following: 
1. According to the definition "A text is a chunk of language that 
hangs together as a semantic whole", even exclamation ah; oh; 
87 
is gdso texts. However, for the dictogloss activity only such texts 
are used which are between three and five sentences long and 
are explicitly connected with each other. 
2. The Second point is that as the teacher dictates a text to the 
class who are seated in small groups of about four students, the 
text is dictated at the normsd speed of speech sentence by 
sentence and not word by word. It is important that the 
rhythms of normal spoken English are maintained and the 
teacher pauses slightly longer than usual between sentences. 
The students are told to note down the key words, that is, they 
are encouraged to note content words rather than function 
words because content words, trigger the learners' memory for 
reconstructing the text. Wajnryb gives the example of the 
following sentence: "The old farmer sold his sick horse and 
bought a healthy cow". 
Function words in the sentence (the, and, his, a) will not 
serve as memory triggers. Moreover, the students are required 
to provide the grammar words themselves. 
3. The third point is that the learners working in small groups pool 
their broken text to construct a complete passage which is not 
required to be a replica of the original passage. 
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4. Finally, the whole class analyses the texts and the correction of 
different texts produced by the groups takes place. Now the 
learners £dso have an opportunity to evaluate their performance. 
The teacher in this activity acts as a manager, monitor as well 
as a mediator. 
An important thing to remember about a dictogloss text is that 
it is not a piece of authentic material. It may be based on some 
authentic material which will have to be edited and contrived for 
specific structural and textual purposes. The text may be authentic 
like but its main focus and value lies in its teaching potential, not its 
authenticity. Other important features of a dictogloss text are the 
following. 
1. Topic Cohesion: Topic cohesion is an important feature of a 
Dictogloss text which means that the text should be tightly 
constructed to create maximum topic cohesion. It begins 
with a general idea and statement and is followed by specific 
supporting details. 
2. Textual Cohesion: The text also contains explicit textual 
cohesive devises. The sentences are bound tightly together as 
a textual unit. 
3. Conceptual load: Another feature of a good Dictogloss text is 
that it is of optimum conceptual load: that is, it finds a fine 
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balance between over and under loading the learner with 
concepts. 
4. Lexical Load: Another feature of a Dictogloss text is 
optimum lexical load which means the lexis should be 
broadly familisir to the students with one or two new items 
that may be taught in advance or may be guessed from the 
context. 
5. Structural Focus: A good Dictogloss text should have a 
structural focus which will serve as a pedagogic rule in the 
teaching of a grammar item and these should be taken up 
during the analysis and correction stage. 
TEACHING GRAMMAR FOR COMMUNICATION 
Kripa Gautam (1988) recommends a five stage exercise on 
infinitives as an example to show that in the existing ELT situation at 
tertiary level one can effectively blend accuracy and fluency. He says 
that if grammar is taught for its own sake it does more harm than 
good because what the students acquire is only some amount of 
algebric accuracy which helps them to pass the examination in 
English. It does not give them ability to communicate in real life 
situations. Since fluency and accuracy are complementary and 
interdependent, it is important to combine the two concepts in 
classroom teaching. 
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The five stage exercise is described as follows: 
The first stage requires the students to fill in the blanks in the 
given sentences from the provided list. In stage two the exercise 
consists of completing the given sentences with appropriate 'to' 
infinitives. In this exercise the list of infinitives is not provided and 
students have to supply them on their own. In stage three the exercise 
becomes somewhat more difficult and more communicative. These 
exercises are in the form of pairs of utterances. In these pairs A's 
queries have been given and the students are required to supply 
appropriate responses for B. Stage four is a similar exercise of pairs of 
utterances, but the earlier order of stage three is inverted here. That 
is, the responses of B have been provided and the students supply 
appropriate queries for A. The last stage, stage five is in the form of 
four-utterance dialogues. In each of these dialogues the closing 
utterances of B have been provided as clues to the topic of the 
conversation and the students are required to complete the given 
dialogues. 
Gautam says that after eight to ten years of English, students at 
the tertiary levels have fairly good knowledge of the rules of grammar 
and what they need is the ability to use this knowledge in actual 
situations. According to him an additional dose of grammar teaching 
only 'fatigues' them further and dampens their motivation. So, after 
ascertaining that the students know a particular grammar item, it is 
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the teacher's task to use this stage as a take-off for fluency activities. 
Accordingly, in the first stage of the exercise, the emphasis is on the 
structural aspect of language teaching; but stage two aims to give the 
students some understanding of the functional aspect of the 
infinitives. At stage three, the communicative component is introduced 
in its simplest form. A purpose of this exercise is to see whether the 
students are able to produce utterances which are communicatively 
and coherently related to the given queries in the exchanges. At stage 
four, when the pattern of stage three is reversed, the learners are 
taken out of the lifeless domain of grammar and are ushered into live 
interactive situations. The aim of stage three and stage four is to relax 
the students' consciousness of grammar by drawing them into a real 
life situation. The teacher can also utilize this opportunity to 
familiarize the learner with a number of possible responses. Stage five 
of the exercise aims to immerse the learner imaginatively into some 
kind of brief interactive discourse, where the closing utterances 
produced by B are in the form of infinitive structures. The primary 
purpose here is to motivate students to think up utterances which are 
natural and communicatively appropriate in the given situation. At 
this stage the pressure of grammatical accuracy is reduced to its 
lowest level as the student is required to imagine suitable content for 
the dialogue and not worry about correctness. 
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In the words of Gautam, "the pressure of the situation is 
gradually increased and the pressure of grammaticality is relaxed" 
(pp.35). The two activities must be well co-ordinated, like pressing the 
accelerator and releasing the clutch to ensure a smooth start and 
subsequent jerk-free motion of a car. Thus grammar becomes a 
means, and communication an end. 
TEACHING GRAMMAR AND PARAGRAPH STRUCTURE 
SIMULTANEOUSLY 
Marquez (1981) suggests another type of exercises which is 
based on composition. Her exercises aim to teach grammar and 
writing simultaneously while usually these two are taught separately 
in language classes. She focuses on guided composition and describes 
how this can be blended with the teaching of grammar. 
For example, during the teaching of descriptive writing the 
students can be taught the use of simple present sentences e.g. "He is 
a professor" along with TDC' the use of other descriptive verbs such as 
see, appear, look, sound, smell can also be taught. Simple past 
sentences can be taught in relation to narrative writing such as "The 
thief ran awa)^ Or "The burglar ran away". Marquez also recommends 
the teaching of unity or coherence. For example, the essential 
characteristics of good writing with the help of pronouns and articles 
in the development of the topic sentence. (The topic sentence 
summarizes a narration and description as a single event generally 
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occurring at the beginning of the paragraph). She maintains that 
lessons on pronouns and articles for paragraph unity and coherence 
are both necessary and easy. An important factor in contributing 
successful unity and coherence is the uniformity of tense forms. The 
tense of the topic sentence determines the tense forms of the 
subsequent sentences and this can also be taken as a topic for 
blending the teaching of writing and grammar. Marquez further 
suggests how descriptive and narrative forms must be blended 
together because a totally narrative paragraph without a descriptive 
verb is unusual and a descriptive paragraph without a single action 
verb is boring. Good writers know how to blend narrative verbs with 
descriptive verbs. 
So, the students should also be taught in later stages to blend 
the two types of verbs and tenses in their writing. Here, some rules on 
the occurrence of tense forms of action and descriptive verbs will be 
required to be learned. In the same manner, expository writing can be 
taught later with relevant grammatical structures. 
TEACHING GRAMMAR TO AID COMPREHENSION AT UNIVERSITY 
LEVEL 
Stella Statman (1980) recommends exercises for the teaching of 
grammar in order to help comprehension of difficult texts at the 
university level. She maintains that a short course in English 
grammar at the time of entering the university may help students in 
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tackling with professional texts. This course need not be a complete 
review of all aspects of English grammar, but it is some sort of a 
remedial grammar course which intends to concentrate on 
problematic structures, and aims to equip the students with 
techniques to tackle professional material in their area of 
specialization. 
This course is highly selective and omits items which the 
students are already familiar with and emphasis is placed on those 
aspects of grammar where incomplete understanding will lead to a 
confused interpretation of the writer's message. The items are roughly 
divided into three groups. The first group includes constructions 
which are potential problems for any learner of English such as 
conditionals, gerunds and participles. The second group consists of 
constructions, which have no equivsdent in the students* mother 
tongue. The third group comprises complex sentences because it is 
realized that the ability to isolate the different parts of the sentence 
into meaningful units is necessary in abstracting meaning from a long 
complex sentence. 
The teaching technique consists of the preparation of a number 
of worksheets containing exercises to test the students' knowledge of 
specific grammar items. The worksheets are not intended as drills; 
rather they are diagnostic in nature and are meant to expose 
weaknesses in the students and to give the teacher the opportunity to 
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clarify the points which are problematic before the students meet 
them in a text. The sheets are distributed one at a time, and the 
students are given 15 minutes to complete the exercises. Afterwards, 
the students are invited to give their answers where necessary, and 
finally a detailed explanation of the relevant points is offered. 
Statman recommends a cloze type of test for low intermediate 
level students, as a beginning of such a course, in which only 
adjectives or nouns have been omitted to see if the students can 
recognize the different parts of speech. These should be followed by 
work sheets which aim to test the students' grasp of verb forms, word 
order, conditionals, active and passive, gerunds and participles and so 
on. In these exercises, as has been already mentioned, the usual type 
of language drills is of no value, because the focus is on the 
comprehension of the text and the students are mainly required to 
understand sentence structure. For example, when students learn the 
active and passive voices, they are required to transform active verbs 
to the passive and vice versa, but in this type of exercise after being 
given similar sentences in the active and the passive voice, the 
students are asked questions to test their ability to recognize the 
agent or the doer and make inferences accordingly. 
In the same manner, it is maintained that the kind of grammar 
drill in which the student is asked to provide the correct form of the 
verb in the conditional sentences is of no value. In this type of a 
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course instead, sentences are given to assess the students ' 
understanding of their meaning through multiple-choice questions or 
short answers questions. 
Translation Exercises 
Statman also recommends translation exercises in order to deal 
with items which have no equivalents in the native language. The 
students are given sets of similar sentences and asked to translate 
them into their native language or explain the difference between the 
sentences of English. She maintains that possibilities here are 
unlimited. One can start with sentences to test the students' grasp of 
word order and end with classic examples taken from famous linguists 
in order to assess the students' understanding of the deep structure of 
language. 
THE TEACHING OF PRACTICAL GRAMMAR 
Tadeusz Rybowski (1986) suggests ways for the teaching of 
practical grammar and starts his article with a definition of practical 
grammar. According to him 
"Practical grammar is by no means a set of 
rules to be applied when speaking; it is, 
rather, the ability to produce utterances 
that exemplify these rules" (pp.24). 
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The question often raised is whether the learner should 
"first try to learn a grammar rule and then 
use this rule in his spoken utterance, or 
should he Endeavour to speak correctly 
without realizing that he is conforming to 
the rules"? (pp.24). 
Rybowski is of a firm belief that the only way to achieve both 
fluency and accuracy in language is through 
"Repetition of a given structure no matter 
how tiresome and dull this may be. 
Student must know for certain that he 
speaks and understands good English" 
Learning by Analogy 
Rybowski recommends supplying learners with productive 
structures which can be learned through repetition because this is the 
way children learn their first language. Tenses, reported speech, 
gerunds, passive voice, relative sentences, conditionals and 
sequencing of tenses should have a prominent place in the teaching of 
grammar. He suggests the names of two handbooks of grammar. 
Living English Structure by W.S. Allen {1950) and Developing 
Skills by L.G. Alexander (1969) 
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A course in practical grammar should begin with tenses 
combined with reported speech. All the tenses should be introduced 
and practiced including those which are less frequent for example the 
future perfect continuous. 
Rybowski is aware of the disadvantages of this teaching method. 
He admits that after an intensive drill, it is possible that students 
might become so absorbed in the drill that they forget what they are 
actually saying. As a result, the language will no more be a means of 
communication and will become a set of structures. 
"It may eventually become an abstract 
notion far removed from every day life 
situations, a set of structures and sounds 
and not a vehicle for conversation"(pp-27). 
In order to overcome this difficulty, he suggests that exercises 
should never exceed 45 minutes and the students should be also 
allowed to use language intuitively and to depart from the rules. 
Furthermore, these grammar exercises should only be a supplement 
to other classes in writing, conversation and phonetics. 
Exercise types suggested by Widdowson: 'usage' and *use' in 
classroom presentation 
By 'usage' Widdowson means the knowledge of the abstract 
system of the grammar of the language. On the other hand, the 
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knowledge of 'use' is the ability to apply this knowledge fop k eaningful 
aok k uniaation in peal life aontevts- V iddowson also pelates the 
distination between usage and use to deRaussupe's distination 
between Kangue and Oapole and Bhok sky's sik ilap distination 
between aok petenae and pepfoj*: anae- TiShe notion of aok petenae has 
to do with a language usep's knowledge of abstpaat linguistia pules-
Shis knowledge has to be put into effeat as behatioup: it has to be 
pet ealed thpough pepfoidc anaeE- V iddowson states that in nopk al 
situations linguistia pepfojdc anae intoltes the sik ultaneous 
k anifestation of the language systek as usage+ as well as its 
pealixation as use but fop the puppose of teaahing we a an sepapate one 
fpok the othep by foaussing oup attention on eithep of these-
Hi the past+ the aok k on ppaatiae was to seleat and opganixe 
language itek s with a tiew to dek onstpate how the pules of the 
linguistia systek aan be k anifested thpough sentenaes- Gowetep+how 
suah pules aan be pealixed fop aok k uniaatite pupposes as use was 
negleated-
V iddowson git es detailed evak pies of how languages dpills wepe 
ek ployed fop git ing ppaatiae to students in gpak k atiaal stpuatupes in 
the audiolingual k ethod op in the Rtpuatupal (gjppoaah to teaahing-
She aonaentpation on usage k any tik es int olt ed inapppoppiate use of 
language- Fop evak ple+ the students pepeating sentenaes aftep 
teaahep's aues suah as: 
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Teacher : Book 
Student : There is a book on the table. 
Teacher : Bag 
Student : There is a bag on the table 
Teacher : Pen 
Student : There is a pen on the table. 
The above are examples involving the practice of usage by 
manipulating the sentence pattern. However, such sentences do not 
have any other purpose because in real life communication, such 
sentences are rarely used in a given situation. On the other hand, this 
exercise can be made more communicative when instead of question 
words "book", "bag", "pen", and the teacher asks questions and 
students respond by answering them: 
Teacher : What is on the table? 
Student : There is a book on the table. 
Teacher : What is on the floor? 
Student : There is a bag on the floor. 
Widdowson states that although there is some concern for "use" 
in the above exercise, it is still "usage" which is stressed here. It can 
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be further modified in the following manner, to make it more 
communicative for example: 
A : What is on the table? 
B : A book 
A : Where is the bag? 
B : On the floor. 
Widdowson says that even in this above exercise type, the 
language can not be necessarily regarded as a manifestation of 
appropriate use. There is no point in asking about the location of the 
book or the bag when both the teachers and students can see where 
they are. Only if the students know that the teacher can not see the 
bag and he is really searching for it. Such exchanges can give a 
semblance of natural use for example: 
Teacher Where is the duster? 
Student : Under your chair. 
Thus the realization of language use involves two kinds of 
ability. First, the ability to select a proper form of sentence related to a 
particular context. Second, it also involves the ability to recognize 
which function is fulfilled by a sentence form in a particular situation. 
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Widdowson does not entirely ban the useful exercises which 
focus on language forms rather than function. He only means to say 
that it is important to know what the exercises' focus is and it should 
be related to students' needs. 
GRAMMAR PRACTICE ACTIVITIES BY JONES (1985) 
Jones presents grammar practice activities for inter and upper 
intermediate students who are not fully confident about using English 
and need to improve their accuracy in speech and writing. The book 
presents £in opportunity to students to revise English grammar in an 
entertaining and interesting way. Most of the exercises require group 
or pair work and involve self-correction and peer correction. Jones 
calls these exercises "communicative" because they are open-ended 
and less controlled than the usual grammar exercises. The book 
includes exercises or question forms, tenses, spelling, punctuation, 
reported speech, articles, relative clauses, phrasal verbs, word 
formation. 
In each exercise a context is given, usually with some pictures 
for example, the exercises on wh - questions and yes-no questions has 
a picture of an extraterrestrial surrounded by journalists who are all 
asking him questions. The students are required to guess the 
questions that the reporters are asking and also the answer that the 
space invader (EH') might give (pp - 2, 54). 
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Another exercise on adjectives is given as a list of adjectives 
along with a number of cartoons to go with them. Each cartoon has a 
few words written below it as cue. The students are supposed to 
match the adjectives with the cartoons. 
There is another exercise on transitive and intransitive phrasal 
verbs which has a number of model sentences in one column with 
simple verbs in them. In the opposite column there are synonymous 
phrasal verbs but they are not given in the right order. The students 
are required to match verbs in the left column with the synonymous 
phrasal verbs in the right column. 
GRAMMAR GAMES 
Mario Rinovolurci (1986) presents a number of grammar 
activities, cognitive, affective and drama activities in his book 
Grammar Games. This is a resource book for language teachers with a 
variety of games, which can be played in the classroom, each game 
focusing on one or more points of English grammar. Some games 
require simple materials to be provided by the teacher while the others 
can be carried out by copying relevant pages from the book as 
handouts for the students. The writer claims that all these exercises 
are communicative and present novel and motivating ways for 
grammar practice. Humanistic and affective approaches involve 
students in thinking and action. In the contents section the games 
104 
have been classified according to the headings competitive games, 
collaborative games, awareness activities, grammar through drama 
and miscellany items. The first exercise is titled "Head less 
Sentences": In this exercise the teacher is required to organize the 
class in groups of three. Each group is given 14 "headless" sentences 
that are sentences without a subject. In fact, these subjects are 
actually objects of sentences since all these sentences are in the 
passive voice. 
After a time span of seven minutes the teacher gives the correct 
"sentence heads" to one person in each trail and asks him to go to 
another and score that groups sentences. A variation of this exercise 
is "Tailless Sentences" in which the sentence heads are given and the 
sentence bodies are to be provided. Another exercise on phrasal verbs 
for upper intermediate to advanced students requires the class to be 
divided into four groups. Each group is given four phrasal verbs and 
they are asked to write one illustrative sentence to think out clearly 
the meaning of these phrasal verbs. Next, a voting is carried out in 
order to decide which sentences best illustrate the meanings of the 
four verbs {pp-40). Another exercise called "My Sentences Your 
Paragraph" is based on linking verbs. The class starts with the teacher 
asking to tell all the linking verbs they know. A list is built up on the 
blackboard by the teacher and some of the linking verbs are added by 
the teacher himself/herself (pp- 73). 
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The teacher writes five general sentences around a theme on the 
blackboard, for example, "ageing". Afterwards the students are asked 
to work on their own and required to build a short paragraph by using 
these sentences and joining them through linking devices. They are 
free to change the order of the sentences and develop them as they 
like. 
INTEGRATIVE L2 GRAMBIAR TEACHING: EXPLORATION, 
EXPLANATION AND EXPRESSION 
Pavel V. Sysoyev (1999) has proposed an interesting method of 
integrative grammar teaching consisting of three major stages: 
exploration, explanation and expression. This method incorporates 
both focus on form and meaning. Sysoyev remarks that comparison of 
communicative approaches which focus on meaning, with form-based 
approaches which focus on structure, shows that CLT enables 
students to perform spontaneously, but does not result in linguistic 
accuracy. On the other hand form-based approaches lead to 
grammatically accurate speech, but this accuracy is found only in 
prepared speech and the students lack the ability to produce 
spontaneous speech. In other words approaches which exclusively 
focus on meaning as well as those which exclusively focus on form are 
both deficient. In order to overcome this deficiency it is necessary to 
integrate both meaning-based and form-based teaching for ESL 
learners. 
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The EEE Method 
Exploration 
Exploration is the first stage of this method characterized by 
inductive learning. 
Students are given sentences exemplifying a particular 
grammatical rule and are asked as a group to find the pattern and, 
with the help of the teacher to formulate the rule. This is based on the 
belief that students should be given the opportunity to explore the 
rule by themselves, receiving assistance only when necessary. Some 
forms may be highlighted to make the task easier in the beginning. 
When the students discover the rules on their own through their own 
effort, the task becomes motivating and the knowledge which is gained 
through the task is easier to retain. 
E^lanation 
Explanation is the second stage of this method. In this stage the 
teacher or the students summarize the rules which were previously 
discovered in the first stage. In this stage it might also be necessary in 
some cases to refer to the text book and relate the textbook rules to 
the informal rules formulated by the students. Thus, this stage 
provided confirmation and consolidation of the newly-learnt rules. 
Expression 
Expression is the third stage of this method. Having discovered 
the grammatical patterns, and rules in stage 1 and 2 students start 
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practicing the production of meaningful utterances with each other in 
communication and interactive tasks. The rationale of this stage is to 
provide students experience in applying their acquired knowledge in 
practice by making meaningful utterances. This stage may also serve 
as a motivation technique, as learners can actually see what they can 
do with what they have learned and understood as well as gives them 
the opportunity to practice to communicate under the supervision of 
the teacher, which usually assures the students that they can 
produce a correct sentence. To show how the proposed method of 
integrative grammar teaching can function and what students' 
reaction towards it will be, several lessons were conducted to see how 
the method really works and what its potential is. All students were 
enrolled into the ESL program and had previously experienced 
grammar teaching in their home countries. That explains the use of 
more complex grammatical constructions, compared to the rules 
which were used in the study. However, their mistakes in the first and 
third stages show that students have some knowledge, but it is not 
systematized. 
REMEDIAL GRAMMAR TEACHING 
David Anne (1989) feels that teaching of grammar constitutes 
an important part of L2 teaching in formal settings in an L2 situation 
such as that obtaining in our country. David says that remedial 
grammar teaching is often not successful because the defect or 
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ailment is not specified by the teachers before embarking on a 
remedial grammar course. According to her, there could be two 
different kinds of remedial problems existing in L2 situation: 
(1) There could be students who cannot construct their own 
sentence in L2 writing or speech. Though they may have a 
sufficient knowledge of the system of rules. 
(2) In the second category are the learners who are fluent 
speakers and even writers in L2 but a closer look at their 
language production shows that their language lacks both in 
grammaticality and appropriacy. 
David mentions that there could also be a third category of 
learners who neither possess passive knowledge of the first kind of 
learners nor the facility in communication that the second group of 
learners have. Such learners can not be given a remedial course 
because remedial teaching presumes the existence "some" knowledge 
of the second language. 
The competence that language teachers are concerned with 
combines "a kind of knowledge with a kind of skill". That is a language 
learner requires the knowledge of grammar rules as well as a capacity 
or skill to use these rules habitually or without conscious effort on 
appropriate occasions. What are the reasons for the defects in two 
categories mentioned above? David notes that learners belonging to 
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the first category often come from regional language medium schools 
where they are systematically taught grammar rules and word 
meanings but are not exposed to English as a medium of 
communication and so they fail to develop facility and ease in the use 
of language. The second category comes from the so called English 
medium schools where the students are exposed to of lot oral 
communication in English but systematic attention to the teaching of 
grammar rules is not given and also good models of spoken English 
are not available for them leading to the inculcation of substandard 
English among the students. David notes, that "the communicative 
approach to language teaching, practiced indiscriminately even in 
situations where there is no genuine English, does much more harm 
than good" (pp. 58). 
David notes that both the categories of the students need 
to develop a sufficient number of good language habits in their 
performance which are fresh ones in the first case but in the second 
category wrong language habits have to be replaced by the right ones. 
Both types learners need to be exposed to a large number of well 
formed basic sentences of English and have a high degree of usability. 
All learners of languages need models to imitate, while native 
learners have these models naturally provided all among them, in the 
case of L2 learners these models have to be deliberately provided. 
David emphasizes the role of habit formation and repetition in 
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language learning and says that given the limited amount of time and 
resources in the ELT Indian situation, it would be better to provide 
sufficient repetition of a limited number of sentences than to attempt 
open ended communication without any success in student learning. 
David notes that those learners who are not already habituated to 
wrong usage and also have some systematic knowledge of the 
grammar rules often progress remarkably in developing their 
proficiency. 
To sum up, David recommends exposure to imitation of good 
models of language by the students, whether it is a reading class or a 
writing class. For her the most useful concept in ELT teaching in the 
Indian situation is the "Pseudo-production". As a practice in remedial 
language classroom, it is much more advisable than forcing learners 
to attempt their own production in the language while they are not 
ready for it. 
THE ROLE OF CONTEXT IN THE PRESENTATION OF GRAMMAR 
Walter Petrovitz (1997) argues in his article that the need for 
contextualization in ESL grammar teaching has long been recognized 
a great deal of teaching is marked by traditional teaching 
methodology. In his article he argues that no single approach is 
satisfactory for teaching of all gram^matical rules. Rules must first be 
distinguished on the basis of certain linguistic factors before deciding 
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strategies for teaching them. Petrovitz remarks that ESL instruction is 
mostly marked by conservatism. Most traditional textbooks present a 
grammar rule by means of a journal explanation followed by an 
exercise consisting of a number of non-contextualize sentences. Some 
recent textbooks provide models of correct usage and exercises with a 
greater degree of contextualization. But the author suggests that 
contextualization is more important for some grammatical items than 
for others. Thus, different approaches should be taken up for teaching 
different structures. 
TEACHING GRAMMAR IN CONTEXT 
David Nunan (1998) in his article on teaching grammar 
criticizes grammar teaching materials based on linear model of 
language acquisition operating on the premise that learners acquire 
one target language feature at a time in a step by step manner. In his 
article he argues that this is inconsistent with actual learning 
experience and proposes an alternative model which he calls an 
"Organic approach" to second language pedagogy. 
In text books he says grammar is often presented out of context 
in the form of isolated sentences, which the learners are expected to 
internalize through exercises involving repetition, manipulation and 
granmiatical transformation. This approach is unsatisfactory because 
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it does not provide the students with opportunities to explore 
grammatical structures in context. In real communication 
grammatical items are intertwined with discoursal features. In real life 
communication, grammar and context are often so closely related that 
appropriate grammatical choices can only be made with reference to 
the context and purpose of communication. Teaching the passive 
voice, a number of active sentences are given and the students are 
then required to transform them into passive voice. However, such an 
exercise needs to be supplemented by tasks which give learners 
opportunities to explore when it is communicatively appropriate to use 
the passive rather than the active voice. 
Nunan proposes teaching language as a set of choices; 
• Providing opportunities for learners to explore grammatical and 
discoursal relationships in authentic data; 
• Teaching language in ways that make form/function 
relationships transparent; 
• Encouraging learners to become active explorers of language; 
• Encouraging learners to explore relationships between grammar 
and discourse. 
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CONCLUSION: 
To sum up, the above chapter starts with a rationale for 
teaching. Subsequently, it examines the role of grammar in 
curriculum design. The last section of the chapter is devoted to the 
description of some interesting and useful activity types which can be 
used in contemporary grammar classrooms. 
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CHAPTER - m 
CLASSROOM OBSERVATION 
This chapter gives the description of the observation of thirty 
classes of compulsory English at the undergraduate level at A.M.U. 
performed over a period of approximately two months. Ten teachers 
were observed and three continuous classes of every teacher were 
taken up for the study. The aim of the study was to examine the 
teaching of grammar from various angles: classroom presentation, the 
materials used and the underlying principles of teaching manifested 
through these. 
Methodology 
Purpose and Significance of the Study 
The purpose of the study as already stated above was to 
examine and understand the' teaching of grammar at A.M.U. at the 
undergraduate level from the perspective of classroom teaching, 
materials and the underlying pedagogic principles. It was also to 
assess how much the teaching of grammar conformed to CLT 
practices and principles. 
Subjects 
The subjects of the study consisted of various compulsory 
English classes of the undergraduate level, that is, class XI and XII, 
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B.A. 1st yeaj- an^j gj\^ ^nd year at A.M.U. The age group was roughly 
between 17 and 21 and most of them had Hindi/Urdu as their mother 
tongue. The classes were usually of average strength that is from 
thirty to fifty students. 
Instruments 
The instruments employed to observe the classes was an 
observation schedule (See Appendix) based to some extent on 
Communicative Orientation of Language Teaching (COLT) proposed by 
Frohlich, Spada and Allen (1985:53-6). It also derives ideas from the 
schedule proposed by Moskowitz, (1971: 213). 
The important components of the schedule are: Objectives of 
teaching; Materials and Exercises; Pre-Teaching and Main Teaching; 
Interaction Analysis and Pedagogical principles. 
Objectives of Teaching specify the broad and narrow objectives 
of teaching. Though the narrow objective of teaching is always some 
grammatical item, it will be noted that the broad objective of teaching 
might be sometimes other than grammar. For example, some 
grammatical structures might be taken up for teaching within the 
broad aim of teaching reading comprehension. Under the heading 
Materials and Exercises the materials and exercises used in the 
classroom are described briefly. The actual materials used by each 
teacher are reproduced in Appendix. Pre-teaching and Mairt teaching 
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describes the classroom procedure in detail in terms of the specific 
features specified in the observation schedule such as silent/loud 
reading, error correction and use of LI. Interaction analysis briefly 
gives an account of classroom interaction, whether oral or written. The 
last main component that is Pedagogical Principles aim to consider 
briefly the underlying theoretical affinities reflected through the 
classroom teaching. 
Procedure 
As already mentioned, ten teachers were selected for study and 
three classes of every teacher were studied continuously so that the 
full treatment of the lesson could be observed. In agreement with the 
teacher, the researcher sat at the back of the class and observed the 
teaching according to the prepared schedule. No tape recording was 
used, but the different aspects of teaching were noted down by the 
researcher as the classroom teaching proceeded; and this was done 
according to the topics specified in the schedule. The data gathered in 
this way is evidently qualitative and interpretive. Thus, a qualitative 
analysis of the teaching of every individual teacher was attempted on 
the basis of the three classes studied. 
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CLASSROOM OBSERVATION: TEACHER A 
(Class - XII Number of Students- 26) 
Objectives 
Broad: Reading Comprehension 
Narrow: Linking devices, Passive voice 
Materials and Exercises (see Appendix) 
The material used in the form of a handout consisted of a 
reading passage The Thar Desert taken from the well-known NCERT 
book "A Course in Written English" which describes the uses of linking 
devices and passive voice. The reading passage was followed by a 
short glossary of difficult words, and analysis of the passage which 
includes an explanation of how the linking devices connect the whole 
passage. Afterwards, explanations were given on the simple present 
tense and passive voice. The language used for explanation was 
simple. Sometimes informal expressions and sentences were also 
used. 
The first exercise required the students to fill in a gapped 
passage by verbs in the simple present tense. The second exercise 
required the students to write a passage using the passive voice. 
Pre-Teaching and Main-Teacliing 
As far as pre-teaching is concerned, in one of the classes, the 
teacher started by asking the students whether they are supporting 
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India or not in the ongoing match. She also asked whether the reason 
for many students being absent was because of the match. In another 
class, she started by asking the students whether they had any 
problems in the previous class and if they had, they could ask her 
regarding them. In the third class there was no pre-teaching. 
As far as the main teaching is concerned, in the first class, the 
teacher asked the students to read the different paragraphs of The 
Thar Desert loudly in the class. Simultaneously she explained the 
meaning of difficult words given in a short glossary and analyzed the 
passage also. Thereafter, she explained the use of linking devices such 
as its, some people, which, because of etc. The students were also 
asked to answer some questions based on linking devices given in the 
handout. In the second and third class, the teacher explained the 
simple present tense and passive voice followed by examples used in 
the reading passage. The students were also asked to give some 
examples of passive voice. Silent reading was not employed in any of 
the classes. The blackboard was used to highlight certain words and 
sentences. Mother tongue was used sometimes by the teacher when 
addressing some individual students, especially when the student was 
silent and inactive. The students were not allowed to use the mother 
tongue. 
Error correction was immediate. Around 40-50% of the students 
participated in the class in the oral interaction. In the written 
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exercises, all of them were expected to engage and appeared to be 
doing so. The teacher used oral question-answer to explain the 
grammatical item being taught. 
Interaction Analysis 
The activities engaged in the classes were in the form of both 
oral and written exercises on linkers, simple present tense and passive 
voice. Most of the students appeared to engage in the written task and 
about 40-50% of the students appeared to engage in the oral interac 
tion with the teacher. Group and pair work was absent and written 
exercises were done individually by the students. Explicit focus was 
on grammar and discourse, that is how sentences are connected with 
the help of linkers. Language functions were taken into account 
explicitly. 
As far as the affective aspects of teaching are concerned, the 
teacher used both praise and criticism in her class and tried to build a 
rapport with the students. She convinced the students to speak up 
when they remained inactive or unresponsive. Lecturing was mostly 
avoided and the teacher tried to explain the grammar items mostly 
through questions and answers. 
Pedagogic Principles 
The grammar items in focus were mostly taught deductively. 
First, there were explanations of rules followed by a number of 
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examples. This principle seems to be in keeping with GT method. 
Emphasis on immediate error correction and using the sentence as 
the basic unit of teaching is in accordance with the principles of ALM 
as well as with the GT method. The teaching of grammar is generally 
de-emphasized in CLT. However, the recent concept of consciousness-
raising which refers to paying deliberate attention to the formal items 
of language has been proposed by contemporary language teaching 
specialists. Consciousness-raising is of different types ranging from 
just attracting the attention of students to the structure in focus, to 
deliberate and intensive teaching of it. One finds both these employed 
in the materials provided for the teaching of linking devices and 
passive voice. Thus, eclecticism, rather than following the principles of 
a single teaching method can be observed as the guiding principle of 
teaching. 
CLASSROOM OBSERVATION: TEACHER B 
(Class-XI, Number of students-17) 
Objectives 
Broad: Reading Comprehension 
Narrow: Linking devices. Passive voice 
Materials and Exercises (See Appendix) 
The material used by the teacher B was the same as that used 
by teacher A. Handout consisted of a reading passage The Thar Desert 
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followed by a short glossary and analysis of the passage. After that 
explanations were given on the simple present tense and passive 
voice. The language of the material was simple, common core eind 
sometimes informal. 
The first exercise required the students to fill in a gapped 
passage by verbs in the simple present tense. The second exercise 
required the students to write a passage using the passive voice. 
Pre-teaching and Main-teaching 
All the three classes started with a brief revision of what was 
done in the previous class. In the first class, the main teaching started 
with the reading of different paragraphs by the students. Then the 
teacher explained the meaning of difficult words given in a short 
glossary and analyzed the passage in brief. Thereafter, he explained 
the linking devices such as its, some people, which, because of, 
inspite of. It was followed by loud reading. The other two classes 
started with the description of tense and passive voice along with 
examples used in the reading passage. In both the classes, the teacher 
asked the students to write some examples of simple present tense 
and passive voice on blackboard. But the blackboard was not used by 
the teacher. The mother tongue was not used by the teacher or the 
students. Error correction was immediate. After the explanation of the 
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simple present tense and passive voice, the given activities in the 
handout were taken up orally. Individual students were asked to 
answer the questions. 
Interaction Analysis 
The activities in the handout were taken up orally in the class 
and the whole class was involved in this interaction. Group and pair 
work was however absent. In terms of language components, explicit 
focus was on grammar and discourse. The teacher was usually 
friendly and encouraging towards the students but he was also 
authoritative and employed directions and commands to control the 
activities. 
Pedagogic Principles 
The method of teaching grammar is eclectic as different 
principles associated with different methodologies were obvious in the 
teaching. The teaching of grammar here combines both deductive and 
inductive elements. While the teaching began with the explanation of 
rules, followed by a number of examples. The importance given to the 
functions of linking devices is derived from CLT principles. And the 
students got an idea about discourse which is also based on CLT 
principles. 
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CLASSROOM OBSERVATION: TEACHER C 
(Class: B.A. II"** year, Number of students- 21) 
Objectives 
Broad: Grammar 
Narrow: Tenses in adverb and adjective clauses referring to the 
future. 
Materials and Exercises (See Appendbc) 
Handout from the book 'A Remedial English Grammar for Foreign 
Students' (1965). Handout consisting of definitions and explanations 
of adverb clause, adjective clause and tenses in conditional sentences 
followed by the exercises. The language used for explanation and 
exercises was simple. Sometimes informal expressions and sentences 
were also used. 
The first exercise required the students to fill in the blank 
spaces by using the correct tense of the verb given in the brackets 
such as work, have, arrive, stop etc. The second exercise also required 
the students to fill in the blanks by using appropriate form of the verb. 
The third exercise was based on tenses in conditional sentences. It 
required the students to complete the sentences by inserting in the 
blank spaces the correct form of any verb in order to make a clause of 
open condition. 
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Pre-Teaching and Main-Teaching 
In the first and the third class, there was no pre-teaching. The 
teacher started only by asking questions whether the students had 
understood what was taught in the previous class, in response of 
which the students said that they had no difficulties and gave the 
signal to the teacher to move on to the next topic. In the second class 
also there was no actual pre-teaching or warming up. However, the 
teacher started with the home assignment that he had given in the 
earlier class. After the students had answered all the questions of the 
home assignment, he moved on to fresh teaching. 
The main teaching started with question and answers in the first 
class. The teacher asked the students the meaning of adverb clause 
and adjective clause and then he gave some example sentences to the 
students such as-
1. I shall call and see you when I come to London ^not when I shall 
come). 
2. We go away for our holiday as soon as the children finish school 
^not will finish). 
Thereafter, he explained the rules to the students. This was 
repeated in another class too. Silent reading was not employed in any 
of the classes. In the third class, the teacher explained open condition, 
rejected condition and imaginary condition with examples. He also 
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used blackboard to highlight the structure of certain sentences. 
Mothertongue was not used by the teacher in any of the classes nor 
did he allow the students to use it. 
Error correction was immediate. All the students engaged in 
doing the written exercises. In oral question and answers also, the 
majority of the students participated. It was observed that explanation 
was mostly done by the teacher through oral question and answers. 
Interaction Analysis 
Interaction in the class was observed to be predominant, the 
teacher usually employed question and answers. The teacher was able 
to build a healthy rapport with the students due to which they did not 
feel inhibited in participating in oral interaction. However, interaction 
among the students was absent in the classes because of a lack of 
pair or group work. The students always worked individually. 
The teacher often used words of praise and was able to build an 
informal relationship with the students. 
Pedagogic Principles 
One finds that in the teaching of grammar, both deductive and 
inductive elements are present. The use of examples before the 
explanation of rules indicates an inductive approach towards the 
teaching of grammar. Emphasis on immediate error correction and 
using the sentence as the basic unit of teaching is in accordance with 
the principles of ALM as well as with the GT method. 
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CLASSROOM OBSERVATION: TEACHER D 
(Class: B.A. II year, Number of Students-25) 
Objectives 
Broad: Grammar 
Narrow: Infinitives and Principal tenses of verbs. 
Materials and Ebiercises (See Appendix) 
Handout from the book 'A Remedial English Grammar for Foreign 
Students' (1965). The material was in the form of a handout consisted 
of explanations of infinitives, gerund and three tenses i.e. present, 
past and perfect tense. Infinitives and gerund were defined and 
exemplified. The language of the material was simple and formal. 
In the first group, infinitives were defined. The second group 
consists of present tense and use of present tense. The third category 
of past tense and perfect tense was defined and exemplified. 
Pre-Teaching and Main-Teaching 
Instead of starting with the description of tenses of verbs, the 
teacher familiarized the students with tenses in general and gave them 
some preliminary exercises based on tenses. In the second class, she 
started teaching by revising briefly the content of the previous class. 
In the third class, no pre-teaching was employed. 
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The main teaching began with the definition and explanation of 
infinitives loudly in the class by the teacher. Explanation of infinitives 
was carried out through the examples given by the teacher herself in 
addition to those given in the handout. She explained the students 
that the first form of the verb is always used after to. She also asked 
them to give some more example sentences in which they had to use 
the first form of the verb after to. The second class started with the 
definition and explanation of gerund/present participle. The teacher 
explained the students by giving some examples of gerund and future 
tense by placing shall with I, we and will for the other persons. She 
also asked the students to give some more examples of gerund. In the 
third class, the teacher described the conversion of infinitives into 
gerund and vice-versa. She also gave some examples to tell the 
difference between present, past and perfect tense given in the 
handout. Silent reading was not taken up in any of the classes. The 
blackboard was used by the teacher sometimes to highlight some 
examples. Mother tongue was not used either by the teacher or the 
students. Errors were immediately corrected after the students 
finished their answers. Approximately one-thirds of the students 
participated in the oral interaction. 
Interaction Analysis 
Group and pair-work was not employed in any of the classes. 
The students were asked to answer the questions individually. Explicit 
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focus was on grammar, but the functional aspect of teaching was not 
neglected. As far as the affective aspects of teaching are concerned, 
the teaching was carried out in a neutral manner. Either praise, 
encouragement or criticism was absent from the teaching. Directions 
and commands were given where necessary. 
Pedagogic Principles 
As far as the teaching principles are concerned, the materials 
used in the class show reliance upon a deductive approach of 
teaching. Materials provided the explanations of infinitives, gerund 
and tenses and then were followed by examples. Emphasis on 
immediate error correction and using the sentence as the basic unit of 
teaching is derived from the principles of ALM and GT method. 
CLASS OBSERVATION: TEACHER E 
(Class: B.A. 11^^ year. Number of Students-25) 
Objectives 
Broad: Grammar 
Narrow: Infinitives and Principal Tenses of verbs. 
Materials and Exercises (See Appendix) 
The material used by the teacher E was the same as that 
used by teacher D. The material was in the form of a handout 
consisted of explanations of infinitives, gerund and three tenses i.e. 
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present, past and perfect tense. Infinitives were defined and 
exemplified. The language of the material was simple and formal. 
In the first group, infinitives were explained. In the second 
group, that is use of tenses was explained. The third category of 
different examples of infinitives was exemplified. 
Pre-Teaching and Main-Teaching 
In the first and third class, there was no pre-teaching. While in 
the second class, the students revised the matter of previous class. 
In the first class, the main teaching began with the teacher 
asking the students the definition of infinitives and gerund and their 
examples. After that he explained the infinitives and himself gave 
examples to the students. In the second class, the teacher described 
the difference between shall and will by placing shall for the first 
person singular and plural and will for the other persons, in front of 
the infinitives without to. He explained the students by giving several 
examples based on will and shall. Thereafter, he explained the use of 
gerund that is they are made by adding ing to the verb and also 
explained the present tense, past tense and perfect tense. This was 
repeated in another class too. Some of the sentences used to express 
past tense and present tense are as follows: 
1. I arise at 6 a.m. (Present Tense) 
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2. I awoke late evening. (Past Tense) 
3. He breaks the rules. (Present Tense) 
4. They drank milk yesterday. (Past Tense) 
The teacher read out the explanations loudly in the class and 
elaborated on them. Silent reading was not taken up in any of the 
classes. The blackboard was not used by the teacher. Mother tongue 
was not used either by the teacher or the students. Errors were 
immediately corrected after the students finished their answers. 
Approximately two-thirds of the students participated in the oral 
interaction. 
Interaction Analysis 
Group and pair work was employed in all the three classes. The 
students were asked to answer the questions individually and then in 
pairs. Explicit focus was on grammar. Language functions were taken 
into account explicitly. As far as the affective aspects of teaching are 
concerned, the teaching was carried out in a positive manner. The 
teacher often used words of praise and was able to build an informal 
relationship with the students. 
Pedagogic Principles 
The grammar items in focus were taught deductively. Materials 
provided the definitions, explanations of infinitives, gerund and tenses 
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and then were followed by examples. Immediate error correction can 
be said to derive from ALM principles and emphasis given on group 
and pair work is derived from CLT principles. 
CLASSROOM OBSERVATION: TEACHER F 
(B.A. I^ ^ year, Niimber of students -18) 
Objectives 
Broad: Grammar 
Narrow - (1) Idiomatic uses of prepositions (2) Prepositions attached to 
verbs. 
Materials and Exercises (See Appendbc) 
Handout from the book 'A Remedial English Grammar for Foreign 
Students' (1965). 
The material consisted of a list of words organized in an 
alphabetical manner and prepositions attached to them. For example, 
Accuse: 
He accused me o/cheating him. 
Afraid: 
My small sister is afraid o/dogs. 
This list was followed by exercises. In the first exercise the 
students were required to complete the given sentences by adding the 
correct preposition in the blank spaces. 
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The second exercise was based on the use of prepositions 
attached to the word 'home'. The first part of this exercise consisted of 
a blank-filling exercise. The second part of this exercise required the 
students to compose five sentences using 'at home' and five using 
Tiome' as an adverb, without a preposition with it. The third part of 
the exercise was also a blank-filling exercise requiring the students to 
fill in the blanks with 'home' or with 'home' preceded by a preposition, 
whichever was correct. The section of the other material used by the 
teacher was based on prepositions attached to verbs. It began by 
highlighting the errors of omitting the prepositions with certain verbs 
and consisted of a list of verbs in sentences used with appropriate 
prepositions. The rest of the material consisted of exercises on these 
verbs. The students were required to frame questions related to the 
given statements. This would compel them to use the appropriate 
prepositions with the given verbs. The next exercise required the 
students to make sentences with the given phrasal verbs such as 'run 
after' fall over' etc. The third exercise required the students to make 
sentences of their own using the given combinations of verbs and 
prepositions in the given sentences but changing the sentences in the 
passive voice. The next part of the material pointed out the mistaken 
use of prepositions where they are not required. The last part of the 
material was an exercise in which the students were required to 
complete the given sentences using the verbs given in brackets at the 
end, with or without a preposition. The language of the handout was 
simple and common core. 
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Pre-Teaching and Main-Teaching 
The teacher started with the definition and examples of 
idiomatic uses of prepositions. In the other two classes, there was no 
pre-teaching and the class started with the continuation of previous 
work. The main teaching began with loud reading of the examples 
given in the handout in the first class. In the second class, the main 
teaching started with the continuation of unfinished exercises. In the 
third class, the main teaching started with an explanation by the 
teacher about prepositions attached to intransitive verbs. 
Silent reading was absent. The blackboard was used sometimes 
to highlight certain examples. Mother tongue was used by the teacher 
sometimes for explanation of the grammatical item, but the students 
were not allowed to use it. Error correction was immediate. Only two 
or three students participated in the oral activity. 
Interaction Analysis 
The whole class was invited to provide oral answers to the given 
questions in the exercises but only two or three students dominated 
oral interaction. Group and pair work was absent. 
Explicit focus was on grammar. As far as the affective aspects of 
teaching are concerned, the students were neither encouraged 
through praise nor were they criticized. 
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Pedagogic Principles 
The teaching of grammar in this class was obviously deductive 
and hence can be associated with the principles of the GT method and 
the ALM. Error correction was immediate and accuracy was 
emphasized. This is also a principle associated with the above 
mentioned methodologies. 
CLASSROOM OBSERVATION: TEACHING G 
(Class: B.A. I^ * year, Number of Students-35) 
Objectives 
Broad: Grammar 
Narrow: (1) Idiomatic uses of prepositions (2) Prepositions attached to 
verbs. 
Materials and Exercises (See Appendix) 
The material used by the teacher G was the same as that used 
by teacher F. The material consisted of a list of words organized in an 
alphabetical manner and prepositions attached to them. This list was 
followed by exercises. In the first exercise, the students were required 
to complete the given sentences by adding the correct preposition in 
the blank spaces. The second exercise was based on the use of 
prepositions attached to the word 'home'. The first part of the exercise 
consisted of a blank filling exercise. The second part of this exercise 
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required the students to compose five sentences using 'home' and five 
sentences using 'at home' and five using 'home' as an adverb, without 
a preposition with it. The third part of the exercise was also a blank 
filling exercise requiring the students to fill in the blanks with 'home', 
or with 'home' preceded by a preposition whichever was correct. The 
next section of the handout was devoted to prepositions attached to 
verbs. In this section the students were required to frame questions 
related to the given statements. The next exercise required the 
students to make sentences with the given phrasal verbs such as -
'run after' Tall over' etc. The third exercise required the students to 
make sentences of their own using the given combinations of verbs 
and prepositions in the given sentences but changing the sentences in 
the passive voice. The language of the handout was common and 
informal. 
Pre-Teaching and Main-Teaching 
All the three classes started with a brief revision of what was 
done in the previous class. In the first class, the main teaching 
consisted of the teacher reading out loudly the explanations and 
examples of idiomatic uses of prepositions. He also asked the students 
to write some sentences of their own. In the second class, the main 
teaching started with the checking of the first exercise given to the 
students as their home assignment. In the third class, the main 
teaching started with an explanation about prepositions attached to 
intransitive verbs followed by examples. 
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Silent reading was employed in the third class. The blackboard 
was not used by the teacher. The mother tongue was also not used 
either by the teacher or the students. Error correction was immediate. 
Most of the students participated in the activity. After the explanation 
of prepositions the given activities in the handout were taken up 
orally. Individual students were asked to answer the questions. 
Interaction Analysis 
The activities in the handout were taken up orally in the class 
and the whole class was involved in this interaction. Group and pair 
work was however absent. Explicit focus was on grammar. The 
teacher was usually friendly and encouraging towards the students 
but he was also authoritative and employed directions and commands 
to control the activities. 
Pedagogic Principles 
The method of teaching grammar was deductive and hence can 
be associated with the principles of the GT method and the ALM. 
Error correction was immediate and accuracy was emphasized. 
CLASSROOM OBSERVATION: TEACHER H 
(Class: XII, Number of Students-22) 
Objectives 
Broad: Reading Comprehension 
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Narrow: Linking devices 
Materials and Exercises (See Appendix) 
The material in the form of a handout consisted of a reading 
passage Factual Description of Processes taken from a book 'A Course 
in Written English'. After the passage, there was a detailed discussion 
of linking devices used in the passage. The language used for 
explanation was scientific. Sometimes informal expressions were also 
used. 
At the end, there was an exercise which required the students to 
fill in the blanks in the given passage using linkers, 
rearrange the sentences in the paragraphs of the given passage in the 
correct order and to write a whole description of the process given in 
the gapped passage. 
Pre-Teaching and Main-Teaching 
Pre-teaching was not taken up in any of the classes. In the first 
class, the main teaching began with the teacher asking the students 
about the linking devices, such as-
1) What do you mean by linking devices? 
2) Have you read these devices earlier, or not? 
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And the students were required to read the different paragraphs 
silently in the class. They had to find out the linkers in the passage. 
Afterwards, the teacher read out different paragraphs. He explained 
the linking devices in the first paragraph; the two main parts are 
linked by yet. Para 2 is linked to Para I in a way that is often used 
after a plural noun. Para 3 is linked to Para 2 with the word new, the 
word headlights and the comparative form. Similar is the case with 
other paragraphs also. The teacher spent considerable time on 
explaining the uses of linking devices. After the explanation of the 
above linkers, he started asking questions regarding the linking 
devices. He asked some questions from the students and some 
answers were explained by himself. Some of the students took part in 
oral activities. In second class, the main teaching started with the 
continuation of unfinished question and answers. Afterwards, the 
teacher taught difficult words given in the various paragraphs. 
Sometimes he also asked the students to tell the meaning of some 
difficult words. If one student was not able to answer, he asked the 
same question from the other student. Simultaneously, he read out 
the difficult words himself and then explained the meaning of each 
and every word. The teacher also analysed the passage which was 
based on linking devices. In the third class, the teacher explained the 
linkers expressing causes and results. The teacher asked the students 
to write some sentences of their own on linking devices. Silent reading 
was done only in first class. The teacher used the blackboard for only 
five or six minutes. Mother tongue was used in only two or three 
sentences by the teacher. Error correction as expected was immediate. 
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Interaction Analysis 
Participant organization was neither in terms of whole class nor 
in terms of group or pair work. The students were required to work 
individually in writing and then read out their answers one by one. 
Explicit focus was on grammar and discourse, the functional aspect of 
language was not neglected either. As far as the affective aspects of 
teaching are concerned, the teacher used praise and encouragement, 
when the students performed correctly, but he did not criticize them. 
The teacher used directions and commands when required by the 
situation, such as when giving instructions for the exercises. 
Pedagogic Principles 
In the case of the present teacher, an electric approach towards 
the teaching of grammar was evident. Grammar was taught 
deductively as in the GT method and to some extent it was inductive 
also. Emphasis given on immediate error correction and using the 
sentence as the basic unit of teaching is derived from the principles of 
ALM and GT method. However, emphasis on the use of linking devices 
is based on communicative principles. So, one observes that suitable 
practices and principles from different methods adopted when and 
where necessary. 
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CLASSROOM OBSERVATION: TEACHER I 
(Class: B.A. II"*! year, Number of Students-25) 
Objectives 
Broad: Grammar 
Narrow: Articles 
Materials and Exercises (See Appendix) 
Handout from the book 'A Remedial English Grammar for Foreign 
Students' (1965). The material used in the form of a handout given to 
the students consisted of explanations and rules regarding articles. 
The language used in these exercises was simple and mostly informal. 
The exercises given were mostly in the form of short sentences. 
The first exercise required the students to fill in the blanks by using 
either the plain noun or the noun preceded by the. And it was 
highlighted through the following pairs of sentences. 
In Austria the people speak (German) 
He came for an hour, but stayed all (evening) 
The second exercise was a similar one. The third exercise 
required the students to take the nouns and compose two sentences. 
The second part of the handout was based on exercises on 
indefinite article (a and an). The first exercise in this section required 
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the students to insert a or an in blank spaces. The second exercise 
required the students to insert the words or phrases either with or 
without the article a (or an). 
Pre-Teaching and Main-Teaching 
No pre-teaching was done in any of the three classes. In the first 
class, the main teaching started with the explanation of rules about 
the three articles that is a, an and the. The teacher explained the 
article in detail. After the initial explanation, he started reading out 
loudly the sentences given in the handout as examples. Some of the 
sentences mentioned in the handout are the following: 
1. Gold is a precious metal (not the gold). 
2. When do you have dinner (not the dinner) 
3. Switzerland is a European country (not an European) 
4. I like a white wine with my lunch (not i like white wine). 
In the second class, the teacher explained the remaining rules 
regarding the article the. He gave two exercises 4 and 5 to the 
students as their home assignment. While in the third class, the 
teacher explained the indefinite article a and an. He checked the home 
assignment at the end of the class third. 
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No silent reading was carried out in any of the classes. After 
loud reading of examples by the teacher, the students were required to 
perform orally the exercises given in the handout. The blackboard was 
used for about 5-6 minutes. Mother tongue was not used except for a 
single sentence to explain a particular rule by the teacher. The teacher 
dealt with errors immediately. After the students completed their 
answers, he pointed out the grammatical errors made by the students 
and corrected it. Almost all the students participated in oral 
question/answer and all of them had to do the exercise in writing. 
Apart from the questions given in the exercises, the teacher posed his 
own questions in order to explain points of grammar and to teach the 
meanings of difficult vocabulary items. 
Interaction Analysis 
Most of the students participated in oral question and answers 
and they also participated in writing exercises. All the students 
worked individually, and group and pair work was not employed. 
Explicit focus was on grammar. The teacher praised and provided 
encouragement to students when they answered correctly. He avoided 
lecturing and tried to teach mostly through questions and answers. 
Directions and commands were obviously used and sometimes even 
admonitions. 
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Pedagogic Principles 
In terms of pedagogic principles, the teaching of grammar seems 
to be mainly deductive because it began with the explanation of 
articles followed by a number of examples. Emphasis given on error 
correction and vocabulary to some extent is derived from ALM 
principles. Using the sentence as the basic unit of teaching is in 
accordance with the principles of ALM as well as with the GT method. 
Thus, we can say that in the above classes elements of the GT method 
and ALM method are combined. 
CLASSROOM OBSERVATION: TEACHER J 
(Class: B.A. I^tyear, Number of Students-35) 
Objectives 
Broad: Grammar 
Narrow: The Perfect Tense. 
Materials and Exercises (See Appendix) 
Handout from the book 'A Remedial English Grammar for Foreign 
Students' (1965). Handout consisting of the definition of perfect tense 
followed by examples. The language used for explanation and 
exercises was simple. Sometimes informal expressions and sentences 
were also used. 
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In the first exercise, the students were required to insert in the 
blank spaces the past or the perfect tense of the verb. While in second 
exercise, the students were required to compose two sentences for the 
given verbs, first in the past tense, and the second is perfect tense. In 
the third exercise, the students were required to compose ten 
sentences of their own of perfect tense or past tense including one of 
the words or expressions given in the handout. Next to it there was a 
description of progressive form of the perfect. This was followed by an 
exercise which required the students to insert the correct form of 
auxiliary in order to complete the sense. 
Pre-teaching and Main-teaching 
No pre-teaching was employed in any of the classes. The main 
teaching started with the explanation of perfect tense and its four 
types of uses. Thereafter, the teacher asked the students to think 
themselves why the sentences in the first column are incorrect, and 
why the correction in second column is needed? In the second class, 
the teacher explained the conversion of past tense to perfect tense and 
vice versa. Then he asked the students to make the correct use of 
perfect tense. He himself read the sentences loudly in the class. In the 
third class he explained the progressive form of the perfect followed by 
examples. Silent reading was not employed in any of the classes. The 
blackboard was not used by the teacher at all. The mother tongue was 
also not used either by the teacher or the students. When the 
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students finished the written exercises, the teacher asked them to give 
their answers orally. He asked them one by one to read out their 
answers. Whenever there was an error, he corrected it immediately. 
Interaction Analysis 
Participant organization was in terms of individual task. Group 
and pair work was not employed. The whole class was not involved in 
the interaction at any time. Explicit focus was on grammar. 
Sometimes praise and encouragement was used. The teacher did not 
employ criticism in any of the three classes. 
Pedagogic Principles 
As observed earlier with other teachers, in the case of the 
present teacher also a deductive approach towards the teaching was 
evident. The explanation of rules given before examples is based on GT 
principles. Emphasis on Immediate error correction and using the 
sentence as the basic unit of teaching is in accordance with the 
principles of ALM as well as with the GT method. 
CONCLUSION 
To sum up, the above is a record of the observation of thirty 
undergraduate ESL classes at AMU, in which the teaching of ten 
teachers was observed, three periods per teacher. This observation 
was based on the consistent use of the prepared observation schedule 
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in all the classes. The observation was qualitative, and it examined in 
brief not only the classroom teaching, but also the materials used and 
the pedagogic principles underiying the use of given materials and the 
chosen classroom activities. Critical comments are deliberately 
omitted in this chapter (except in the section "Pedagogical Principles"), 
since that will be the subject of the next chapter. 
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CHAPTER - IV 
DISCUSSION AND CONCLUSION 
This chapter aims to examine the teaching of grammar in 
A.M.U. at the undergraduate level with specific reference to CLT 
practices and principles on the basis of class observation of the 
teachers as reported in Chapter III. The different aspects of classroom 
teaching are dealt within the same order as presented in the previous 
chapter, that is Section I discusses classroom teaching under the 
heads of objectives, materials, pre-teaching and main teaching. 
Subsequently, Interaction Analysis and Pedagogic Principles are dealt 
within Section II and Section III. 
SECTION I 
CLASSROOM TEACHING 
Objectives 
In most of the 30 classes taken up by the researcher, the broad 
objective of teaching was grammar. However, in three of the classes 
(taught by teachers A B and H) grammar was taught within the broad 
objective of teaching reading comprehension. As far as the narrow 
objectives are concerned, linking devices were the narrow objective of 
teachers A B and H. Linking devices happen to be a popular topic of 
ESL teaching since the advent of communicative language teaching. 
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Linking devices are those words and phrases which connect the 
sentences in a stretch of language which is called discourse. Attention 
towards discourse was shifted from attention to individual sentences 
in language teaching during the early 70's, However, it is a matter 
worth investigating whether ESL students actually need instruction in 
the use of linking devices. They seem to be easily transferred from the 
mother tongue as the study by Wahid (2007) shows. Another objective 
of teaching was tenses (present, past future and perfect tenses) as 
found in the classes of teachers C D E B and J, Tenses happen to be a 
major stumbling block for most Indian students learning English 
perhaps because of the difference in the way they are used in their 
mother tongue and in the target language. Therefore, the teaching of 
tenses should be a major focus in grammar teaching. Prepositions 
were taught by teachers F and G, articles by teacher I, and infinitives 
by teachers D and E. The experience of the teaching of English in 
India for a number of decades advocates the need and the significance 
of these teaching items for Indian students. Articles are not used in 
Hindustani languages. Prepositions are often differently used in 
English and in Indian languages. Passive voice was taught by teachers 
A and B which also causes problems for Indian students. Thus, it is a 
relevant topic to be taught which is extensively used in academic and 
scientific writing. 
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Materials 
In the classes of all the ten teachers observed, no readymade 
text books were used, but prepared handouts were supplied to the 
students. The materials for teachers A and B consisted of a reading 
passage "The Thar Desert" as the broad teaching aim was reading 
comprehension. The passage was taken from the well-known NCERT 
book "A Course in Written EnglishT for class XII and it effectively 
demonstrates the uses of linking devices and passive voice. The 
reading passage was followed by a short glossary of difficult words, 
and analysis of the passage which includes an explanation of how the 
linking devices connect the whole passage. Afterwards, explanations 
are given on the simple present tense and the passive voice, citing the 
examples used in the reading passage. In addition, there are some 
exercises. A gapped passage is given to be filled in by verbs in the 
simple present tense. Another exercise is a writing activity in which 
the students have to write a passage using the passive voice sentences 
provided in the materials. The materials used by teacher C consisted 
of definitions and explanations of adverbial and adjectival clauses 
followed by exercises. The exercises were a blank filling and a 
completion task requiring the students to provide the correct forms of 
the verb. The materials used by teachers D and E were on infinitives 
and main tenses and were taken from a grammar book. The handout 
consisted of only a list of four forms of the verbs arranged in 
alphabetical order, for example: 
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Infinitive Present tense 'Past tense Perfect tense 
arise I arise I arose I have arisen 
awake I awake I awoke I have awakened 
The materials used by teachers F and G were in the form a 
handout from the book "A Remedial English Grammar for Foreign 
Students^ (1965). The handout consisted of a list of words organised in 
an alphabetical manner and prepositions attached to them. This list 
was followed by a number of exercises. Most of the exercises were of 
the blank filling type and one of them required the students to 
compose sentences using the prepositional phrase 'at home'. A part of 
the section of the material highlighted the errors of omitting the 
prepositions with certain verbs, and the wrong use of prepositions 
where they are not required. One of the exercises also required the 
students first to make sentences with the given combinations of 
prepositions and verbs and also changing the sentences into passive 
voice. 
The handout for teacher H was a reading passage "Factual 
description of processes" which aimed to teach linking devices within 
the broad aim of teaching reading comprehension. This passage was 
also taken from "A Course in Written English" mentioned above. After 
the passage, there was a detailed discussion of linking devices used in 
the passage. The explanation was followed by an exercise which 
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required the students to do three things: 1) fill in the gaps in the 
given passage using the provided list of linkers, 2) putting the 
sentences in the paragraphs of the given passage in the correct order 
and, 3) writing out the whole description of the process mentioned in 
the gapped passage. 
The materials used by teacher I were in the form of a handout 
given to the students consisting of rules regarding articles. The rules 
were exemplified through sentences and were followed by a number of 
blank filling exercises where the students had to fill in the blanks. The 
materials used by teacher J consisted of a handout giving the 
definition of the perfect tense followed by examples. The examples 
were followed by a blank filling type of exercises. 
Thus, it is observed that there are a number of deficiencies in 
the materials used for the teaching of grammar in the above 
mentioned observed classes. First of all, a deductive method is used 
in most of the classes for teaching grammatical items where initially 
the rules are explained with a number of examples in the form of 
individual sentences and then the students are required to attempt 
the blank filling exercises. The only exceptions are the materials used 
by teachers A and B, and that by teacher H to use reading passages 
for highlighting and teaching some grammar points. However, it 
should be noted that in their case also the broad aim was not the 
teaching of grammar but the teaching of reading, and that was why 
the reading passage was used. 
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Examples in the form of connected passages were never used 
which could give the students a better idea of how to use the grammar 
items in a given context. It must be acknowledged that using a 
grammatical item in a sentence also gives an idea of the context, but 
in a limited sense. It is certainly advisable to provide examples of 
discourse in addition to examples through individual sentences. 
Providing discourse as examples in the form of reading passages 
would not only help the students to find out and understand rules in 
an inductive manner, but would also add the element of motivation 
through interesting passages. 
Another problem is found with the exercises used in these 
classes. Most of the exercises are of the traditional blank filling type. 
Communicative language teaching has now introduced a large 
number of interesting communicative activities. Some of them could 
be used for the teaching of grammar also. For example, after the 
teaching of a particular grammatical item the students might be 
engaged in a communicative activity such as role play or dialogue 
writing using the particular structure in passive. For the teaching of 
the simple present tense the students might be asked to write a 
dialogue between two students asking each other about their daily 
routine or alternatively they could be made to write a paragraph about 
a day in their life etc. 
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An integrative approach to L2 grammar teaching has been 
proposed by Sysoyev (1999) which is a three stage process of 
exploration, explanation and expression (mentioned in Chapter II). He 
says that this integrative grammar teaching combines a form-based 
focus with the meaning based focus. Spada and Lightbown (1993) 
have argued "that form-focused instruction and corrective feedback 
provided in the context of communicative interaction can contribute 
positively to second language development in both the short and long 
term" (pp. 205). Integration of form and meaning are considered 
increasingly important in current research. Some researchers call it "a. 
turning point" in communicative language teaching in which "Explicit, 
direct elements are gaining significance in teaching communicative 
abilities and skills" Celce-Murcia, Domyei & Thurrell (1997, 141, 146). 
The above mentioned proposed method EEE consists of following 
three stages: 
Exploration 
This is the first stage characterised by inductive learning where 
students are given examples of a certain grammar rule and asked to 
find the pattern and formulate the ad-hoc, provisional rule on their 
own. To make the task easier in the beginning, some grammatical 
forms can be highlighted. One argument behind this type of activity is 
that when students are compelled to find the rules themselves they 
learn and retain it better. 
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Explanation 
In the second stage of explanation the given rule is explicitly 
formulated by the students with the help of the teacher and probably 
with the help of the textbook. 
Expression 
The third stage of expression is the stage when the students 
produce and practice meaningful sentences based on the target 
grammaticed rule in question. It is better to make this practice stage 
communicative in nature so that it becomes more authentic. The 
above mentioned approach to grammar teaching seems to be a more 
efficient method and also one which is more compatible with CLT 
principles. There are a number of other interesting grammar exercises 
mentioned in chapter II by the researcher which could be used for the 
effective teaching of grammar at the undergraduate level instead of 
being solely dependent on blank filling and sentence making types of 
exercises which make the grammar class dull and boring. 
Pre-teaching 
As far as pre-teaching is concerned, it was non-existent in most 
of the classes. Pre-teaching means the warming up of the class in 
order to make the students mentally ready for the new learning task. 
It may be in the form of preliminary questions and answers related to 
the topic of teaching. These questions and answers should be such 
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that they relate the students' previous experience to the present topic. 
For example, for the teaching of conditional sentences the teacher 
might begin by asking the students about their wishes, desires and 
ambitions and to this he might introduce such questions as the 
following. 
"What would you do if you were the Prime Minister of India?" 
"How would you spend your money if you were a millionaire?" 
"What would you do if you were left alone on an island?" 
Such question and answers would naturally introduce the target 
pattern to the class and also add a motivational element to classroom 
teaching. 
According to Schema theory all linguistic knowledge stored in 
the mind is in the form of mental maps and whenever new input is 
encountered by the learner, it requires to be related to the relevant 
section of the existing map. It implies that existing schemas can be 
activated through pre-teaching and can result in more efficient 
learning and retention (Anderson and Pearson, 1988; Carrell 1987 
and others). 
Presentation 
As was observed in the classes, the teaching of grammar was 
mainly influenced by and based upon the materials provided. 
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However, in most of the classes no reading passage was provided as a 
context for grammar rules. The teachers started with the explanations 
of the grammar rules given in the handouts. The rules and 
explanations given in the handouts were read loudly by the teacher in 
the beginning of the class and sometimes by the students when the 
teacher asked them to do so. The exercises given after the explanation 
and exemplification were mostly done orally. The teacher asked 
individual students to stand up and respond to the questions. One or 
two teachers (teacher D and E) while teaching the infinitive and the 
principal tenses, tried to familiarize the students giving their own 
examples in addition to those given in the teaching materials. 
Exceptionally, sometimes the students were also required to write. For 
example, teacher G asked the students to write some example 
sentences showing the idiomatic uses of prepositions. Another 
teacher, (teacher B) asked the students to come forward and write the 
examples on the blackboard. The researcher is of the opinion that 
instead of totally depending on oral activities, some activities should 
be done in writing to provide variety and motivation. It also helps in 
giving the students some practice in writing. 
Lecturing was avoided by all the teachers and the method of 
teaching was mainly through questions and answers which helped in 
keeping the students engaged. 
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As far as error correction is concerned, it was immediate in the 
case of all the teachers. Admittedly, error correction has to be 
immediate in form-focused instruction. However, it should be noted 
that error correction should mostiy be avoided when the incorrect item 
is not the target of teaching. 
Blackboard use 
As far as the use of blackboard is concerned, it was not used at 
all by some of the teachers (teacher B, teacher E, teacher G 85 teacher 
J). Other teachers used it, but inadequately. It must be pointed out 
that highlighting forms usually through the blackboard can be a very 
effective teaching technique which helps in the learning and retention 
of the materials. Visualization is referred to an important strategy of 
learning by many researchers (O'Malley 8B Chamot, 1990). 
Words and structures can be taught efficientiy through simple 
pictures, diagrams, use of arrows, boxes, circles and sign etc, or 
simply through writing words phrases and sentences on the 
blackboard in order to highlight them. 
Mother tongue was sometimes used by a few teachers for 
explaining some grsimmar rules. But teachers B C D E G and teacher 
J avoided it totally. It must be noted that CLT allows a judicious use of 
the mother tongue when it is required. A limited use of the mother 
tongue by the teacher can go a long way in helping the students 
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lesiming and internalizing t±ie rules of grammar. Also, comparative use 
of LI examples with their L2 counterparts can also make the 
differences and similarities clear to the students and result in better 
learning. 
Interaction Analysis 
Interaction analysis, as pointed out earlier, used in the 
observation of the classes by the researcher derives ideas from two 
observation schedules: 
1. COLT (Communicative Orientation of Language Teaching) 
Category definitions by (Frohlich, Spada and Allen 1985: 53-
6). 
2. Foreign Language Interaction Analysis (FLINT) system by 
(Moskowitz, 1971: 213). 
Most of the activities in most of the classes were in the oral 
mode in which the teachers mostly asked the students to respond 
orally in performing the given exercises. In most of the classes not 
more than 50% of the students appeared to engage in the oral 
interaction with the teacher. Teacher H, I St J also required the 
students to do a part of the exercises in writing, in which 100% of the 
students appeared to engage. Even if all of the students did not 
engage in the writing task, certainly most of them must have done so. 
Those students who are shy to speak out in the class can be made to 
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participate in the exercises only through writing. It must be pointed 
out that interaction is not something which has always to be oral; it 
can also be written. Thus, the writing exercise which the students 
engage in, is a type of interaction between the student and the 
teacher. 
The majority of the teachers, as observed earlier asked the 
students to answer questions orally. Sometimes the teacher also 
asked the whole class as a group to answer questions orally. Thus 
participant organization was in terms of "Whole class" in the case of 
teacher B, F and G. 
Group and pair-work unfortunately was absent in all the classes 
except one, that is, teacher E. It is reported in CLT literature that 
group and pair-work increases motivation and also enhances learning. 
Here, the students get a chance to interact with their peers. In 
interacting with their teachers sometimes they might feel inhibited in 
asking questions and in giving answers, but group and pair-work 
gives them an opportunity to learn from their equals without such 
inhibitions. 
As far as the teaching mode was concerned, the interaction 
between the teacher and students took place always in all the 30 
classes in the form of questions and answers. Lecturing was 
completely avoided by the teachers which is a positive thing. However, 
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it might be said this could be the result of the nature of the teaching 
materials: they were always in the form of questions and answers on 
which the teachers based their teaching. 
As far as the affective aspect of the interaction is concerned, it 
was observed, in almost all the classes that the teachers were friendly, 
supportive and encouraging. Many of them used praise to encourage 
the students. Sometimes criticism was also used to check their errors. 
Teacher A and C tried to build a healthy rapport with the students, 
though teacher D remained neutral throughout his teaching using 
neither praise nor criticism. A positive affective environment in the 
class is a pre-requisite for learning to take place which provides for a 
low affective filter and thus better learning (Krashen, 1982). 
Pedagogic Principles 
As far as the pedagogic principles behind the teaching of 
grammar are concerned, it was found from the observation that most 
teachers employed a deductive approach. In other words, the teaching 
of grammar rules preceded the presentation of examples. Usually, the 
rules were given in the beginning and were followed by a number of 
individual sentences as examples. So it can be said that the same 
pedagogic principles were used in the teaching as those found in the 
ancient grammar translation method. Communicative language 
teaching on the other hand advocates an inductive approach to the 
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teaching of grammar, which implies that learners should first be 
exposed to the samples of language which represent the given 
grammatical rules. After this exposure to the samples, the learners' 
attention should be drawn to the form or structure in question and 
then the rule should explicitly be given. It is believed that attracting 
the attention of the learners towards the given structure and 
encouraging them to think about the rules for themselves rather than 
provide them with readymade rules in the beginning itself helps in the 
understanding and internalizing the rules better. 
Error correction was always immediate in the classes of all the 
teachers. Evidently, in a class which focuses on accuracy of form, 
immediate error correction is necessary. But often it was found that 
teachers also corrected those errors which were not the focus of 
teaching. Such error correction has many disadvantages. First, it 
diverts the attention of the learner from the item which is the target of 
teaching. Secondly, it adds to the number of corrections in the 
learner's production and hence unnecessarily discourages and 
demotivates them. Immediate error correction is the principle which 
was handed down by the audio-lingual method, influenced by 
behaviourism. Thus, we can say that most of the teachers also 
subscribed to this principle borrowed from audiolingualism. Using the 
sentence as the basic unit of teaching is also a practice which comes 
from the G.T. method and the audio-lingual method. As observed 
egirlier, in most of the classes this practice was adopted. 
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Sometimes some CLT principles were also evident in the 
teaching of grammar in these classes. For example "linking devices" 
which were the focus of teaching in the classes of teachers A and H 
have gained importance with the study of discourse by linguists in 
recent years. Since these devices are important in connecting 
sentences, they are given great importance in CLT. Teacher A also 
used "Consciousness - Raising", that is, attracting the attention of the 
students towards the target structure before providing them the rules 
behind them. This is also a new technique employed in the teaching of 
grammar in CLT. Thus, though some CLT practices were found in 
these grammar classrooms, mostiy the teaching was done in a 
traditional and old fashioned manner to a large extent. 
Conclusion 
To sum up, it can be said that the teaching of grammar in 
A.M.U. at the undergraduate level needs to be improved. It suffers 
from many deficiencies. The teaching is carried out mostiy through 
handouts provided to the students starting with the given rules and 
then giving a number of example sentences rather than connected 
passages. This is then followed by a number of exercises most of 
which are of the gap-filling type. This sort of teaching makes the 
grammar class extremely dull and boring for the students. Attempts to 
teach grammar inductively, was rarely found. A large number of 
interesting grammar activities are proposed today by ELT 
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practitioners, and some of them are mentioned in chapter two of this 
thesis. It is recommended that the materials used for the teaching of 
grammar in the above mentioned classes be revised and replaced by 
those which give examples of connected passages rather than discrete 
sentences. Further, students should mostly, if not always be taught 
through an inductive method of teaching in which they are 
encouraged to find the rules for themselves. Dull sentence-based 
exercises should be replaced by interesting discourse based exercises. 
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COLT (Communicative Orientation of 
Lanaguge Teaching) category definitions 
COLT Observation Scheme: Definition of Otcgorics 
The COLT observation scheme is divided into two parts. Part A describes classroom events at the 
level of episode and activity, while Part B analyzes the communicative features of verbal exchanges 
between teachers and students or among students themselves as they occur within each activity. 
Part A: Classroom Events 
I. Activity 
The first parameter is open-ended; no predetermined descriptors have to be checked off by the 
observer. Each activity and its corwtituent episodes are separately described: e.g., drill, transla-
tion, discussion, game, and so on (separate activities); alternatively, teacher introduces dialogue, 
teacher reads dialogue aloud, students repeat dialogue parts after teacher (three episodes of one 
activity). 
II. Partcipant Organization 
This parameter describes three basic patterns of organization: 
A. Whole Class 
1. Tead\er to student or class, and vice versa (One central activity led by the teacher is 
going on; the teacher interacts with the whole class and/or with individual students.) 
2. Student to student, or student(s) to class (Students talk to each other, either as part of the 
lesson or as informal socializing; one central activity led by a student may be going on, 
e.g., a group of students act out a skit with the rest of the class as the audience.) 
3. Choral work by students (The whole class or groups participate in the choral work, 
repeating a model provided by the textbook or teacher.) 
B. Group work 
1. All groups at work on the same task 
2. Groups at work on different tasks 
C. Individual seat work (Students work on their own, all on the same task or on different tasks.) 
D. Group/individual work (Some students are involved in group work; others work on their 
own.) 
III. Content 
This parameter describes the subject matter of the activities, that is, what the teacher and the stu-
dents are talking, reading, or writing about or what they are listening to. Three major content 
areas have been differeiitiated, along with the category Topic Control: 
A. Management 
1. Procedural directives 
2. Disciplinary statements 
B. Explicit focus on language 
1. Form (explicit focus on grammar, vocabulary, or pronunciation) 
2. Function (explicit focus on illocutionary acts such as requesting, apologizing, and 
explaining) 
3. Discourse (explicit focus on the way sentences combine into cohesive and coherent 
sequences) 
4. Sociolinguistics (explicit focus on the features which make utterances appropriate for 
particular contexts) 
C. Other topics (the subject matter of classroom discourse, apart from management and explicit 
focus on language) 
1. Narrow range of reference (This subcategory refers to the immediate classroom environ-
ment and to stereotyped exchanges such as "Good morning" or "How are you?" which 
have phatic value but little conceptual content. Included in this category are routine 
classroom references to the date, day of the week, weather, and so on.) 
2. Limited range of reference (Topics in this subcategory refer to information beyond the 
classroom but still conceptually limited: movies, holidays, school topics such as extracur-
ricular activities, and topics which relate to the students' immediate personal and family 
affairs, e.g.. place of residence, number o» brothers and sisters, and so on) 
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3. Broad range of reference (Topics of broad range go well beyond the classroom and 
immediate environment and include reference to controversial public issues, world 
events, abstract ideas, reflective personal information, and other academic subject mat-
ter, such as math or geography.) 
D. Topic control (Who selects the topic that is being talked about—the teacher, the student, or 
both?) 
IV. Student modality 
This section identifies the various skills involved in a classroom activity. The focus is on the stu-
dents, and the purpose is to discover whether they are listening, speaking, reading, or writing, or 
whether these activities are occurring in combination. The category Other covers such activities 
as drawing, modeling, acting, or arranging classroom displays. 
V. Materials 
This parameter describes the materials.used in connection with classroom activities. 
A. Type of materials 
1. Text (written) 
a. Minimal (e.g., captions, isolated sentences, work lists) 
b. Extended (e.g., stories, dialogues, connected paragraphs) 
2. Audio 
3. Visual 
B. Source/purpose of materials 
1. Pedagogic (specifically designed for L2 teaching) 
2. Non-pedagogic (materials originally intended for nonschool purposes) 
3. Semi-pedagogic (utilizing real-life objects and texts but in a modified form) 
C. Use of materials 
1. Highly controlled (close adherence to materials) 
2. Semi-controlled (occasional extension beyond the restrictions imposed by the materials) 
3. Minimally controlled (materials as a starting point for ensuing conversation, which may 
cover a wide range of topics) 
Part B: Communicative Features 
I. Use of target language 
A. Use of first language (LI) 
B. Use of second language (L2) 
II. Information gap 
This.feature refers to the extent to which the information requested and/or exchanged is unpre-
dictable, i.e., not known in advance. 
.A. Requesting information 
1. Pseudo (The speaker already possesses the information requested.) 
2. Genuine (The information requested is not known in advance.) 
B. Giving information 
1. Relatively predictable (The message is easily anticipated in that there is a very limited 
range of information that can be given. In the case of responses, only one answer is pos-
sible semantically, although there may be different correct grammatical realizations.) 
2. Relatively unpredictable (The message is not easily anticipated in that a wide range of 
information can be given. If a number of responses are possible, each can provide differ-
ent information.) 
III. Sustained speech 
This feature is intended to measure the extent to which speakers engage in extended discourse 
or restrict their utterances to a minimal length of one sentence, clause or word. 
A. Ultraminimal (utterances consisting of one word—coded for student speech only) 
B. Minimal (student utterances consisting of one clause or sentence, teacher utterances consist-
ing of one word) 
C. Sustained speech (utterances longer than on<> sentence or consisting of at least two main 
clauses) 
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IV. Reaction to code or message 
This feature refers to a correction or other explicit statement which draws attention to the lin-
guistic form of an utterance. 
V. Incorporation of preceding utterances 
A. No incorporation (no feedback or reaction given) 
B. Repetition (full or partial repetition of previous utterance/s) 
C. Paraphrase (completion and/or reformulation of previous utterance/s) 
D. Comment (positive or negative comment on, but not correction of, previous utterance/s) 
E. Expansion (extension of the content of preceding utterance/s through the addition of related 
information) 
F. Elaboration (requests for further information related to the subject matter of the preceding 
utterance/s) 
VI. Discourse initiation 
This feature measures the frequency of self-initiated turns (spontaneously initiated talk) by stu-
dents. 
VII. Relative restriction of linguistic form 
A. Restricted use (the production or manipulation of one specific form, as in a transformation or 
substitution drill) 
B. Limited restriction (a choice of more than one linguistic form but in a very narrow range, 
e.g., responses to yesjno questions, statements about the date, time of day, and so on) 
C. Unrestricted use (no expectation of any particular linguistic form, as in free conversation, 
oral reports, or personal diary writing) 
(Frohlich, Spada, and Allen (1985:53-6) 
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1. DEALS WITH FEELINGS: In a non-threatening way, accepting, discussing, 
referring to, or communicating understanding of past, present, or future 
feelings of students. 
2. PRAISES OR ENCOURAGES: Praising, complimenting, telling students 
why what they have said or done is valued. Encouraging students to con-
tinue, trying to give them confidence. Confirming answers are correct. 
2a. JOKES: Intentional joking, kidding, making puns, attempting to be 
humorous, providing the joking is not at anyone's expense. Unintentional 
humor is not included in this category. 
3. USES IDEAS OF STUDENTS: Clarifying, using, interpreting, summarizing 
the ideas of students. The ideas must be rephrased by the teacher but still 
recognized as being student contributions. 
3a. REPEATS STUDENT RESPONSE VERBATIM: Repeating the exact words of 
students after they participate. 
4. ASKS QUESTIONS: Asking questions to which an answer is anticipated. 
Rhetorical questions are not included in this category. 
5. GIVES INFORMATION: Giving information, facts, own opinion or ideas, 
lecturing, or asking rhetorical questions. 
5a. CORRECTS WITHOUT REJECTION: Telling students who have made a 
mistake the correct response without using words or intonations which 
communicate criticism. 
6. GIVES DIRECTIONS: Giving directions, requests, or commands which 
students are expected to follow. 
6a. DIRECTS PATTERN DRILLS: Giving statements which students are ex-
pected to repeat exactly, to make substitutions in (i.e., substitution drills), or 
to change from one form to another (i.e., transformation drills). 
7. CRITICIZES STUDENT BEHAVIOR: Rejecting the behavior of students; 
trying to change the non-acceptable behavior; communicating anger, dis-
pleasure, annoyance, dissatisfaction with what students are doing. 
7a. CRITICIZES STUDENT RESPONSE: Telling the student his response is not 
correct or acceptable and communicating by words or intonation criticism, 
displeasure, annoyance, rejection. 
8. STUDENT RESPONSE, SPECIHC: Responding to the teacher within a 
specific and limited range of available or previously shaped answers. 
Reading aloud. 
8a. STUDENT RESPONSE, CHORAL: Choral response by the total class or part 
of the class. 
9. STUDENT RESPONSE, OPEN-ENDED OR STUDENT-INITIATED: 
Responding to the teacher with students' own ideas, opinions, reactions, 
feelings. Giving one from among many possible answers which have been 
previously shaped but from which students must now make a selection. 
Initiating the participation. 
10. SILENCE: Pauses in the interaction. Periods of quiet during which there is 
no verbal interaction. 
10a. SILENCE-AV: Silence in the interaction during which a piece of audio-vis-
ual equipment, e.g., a tape recorder, filmstrip projector, record player, etc., is 
being used to communicate. 
11. COt^ ^FUSION, WORK-ORIENTED: More than one person at a time talking, 
so the interaction cannot be recorded. Students calling out excitedly, eager 
to participate or respond, concerned with task at hand. 
11a. CONFUSION, NON-WORK-ORIENTED: More than one person at a time 
talking, so the interaction cannot be recorded. Students out-of-order, not 
behaving as the teacher wishes.ju>t concerned urith the task at hartd. 
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12. LAUGHTER: Laughing, giggling by the class, individuals, and/or the teacher. 
e. USES ENGLISH: Use of English (the native language) by the teacher or the 
students. This category is always combined with one of the 15 categories 
from] to9. 
n. NONVERBAL: Nonverbal gestures or facia! expressions by the teacher or 
the student which comntunicate without the use of words. This category is 
always combined with one of the categories of teacher or pupil behavior. 
Vioskowitz 1971:213) 
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CLASSROOM OBSERVATION SCHEDULE 
i-BASIC INFORMATION: 
Name of Institution: 
Class Section ^No.of Students 
Teacher's Name 
Subject Date D^ay ^Period 
ii-OBJECTIVES OF TEACfflNG: 
Broad-
Narrow-
iii-MATERJALS: 
i. Type: (grammar exercises) 
ii. Content (Summarize in approximate 50 words) 
iii. Styie-tbrmai/informal 
iv. Language:Vocabulary(Common core/Technical) 
ii. Syntax 
V. Selection and Gradation 
iv.PRE-TEACHING: anecdote Joke, questioning, providing background 
information, dealing with important vocabulary and structure. 
v.MAIN TEACHING: 
I. Beginning 
vi. USE OF BLACKBOARD: 
vii. USE OF LI BY TEACHERS 
viii.USE OF LI BY STUDENTS 
ix. ANY OTHER TECHNIQUE OF TEACHING 
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X. DEALING WITH ERROR 
xi. WHICH WHEN WHY 
xi. STUDENT PARTICIPATION (oral, written etc.) 
xii. QUESTION/ANSWER(specify questions related to the lesson) 
xiii. DISCUSSION 
xiv. ACTIVITIES / EXERCISES 
INTERACTION ANALYSIS 
l)Wholeclass 
2)Group/pair work 
3)Individual task 
4)Students' participation in activity 
a)No. of students 
b)Time given to each student 
c)Manner of participation 
5)Feedback given by the teacher 
6)Explicit focus on language 
a)Form : (grammar, vocabulary, pronunciation) 
b)Function: (explicit focus on functions such as 
requesting,apoIogizing,explaining) 
c)Discourse : (explicit focus on the way sentences connect into cohesive 
and coherent sentences) 
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d)Sociolinguistics : (explicit focus on the features make utterances 
appropriate tor particular social contexts) 
7) Affective aspects of teaching: 
i. Praise or encouragement 
ii.Accepting ideas of students 
iii.Helping the students 
iv.Lecturing : (giving facts or opinions about content of procedure, 
expressing his own ideas, asking rhetoric questions) 
v.Giving directions and commands 
vi.Criticising 
vii.PEDAGOGIC PRINCIPLES 
a)Principles of G/T method 
b) Principles of ALM 
c) Principles of CLT 
m iffl 
Materials usecfBy 
TeacHers 
h m 
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Material Used by Teacher 'A' & 'B' 
UNIT 1 
Factual Description of Objects 
I.I Reading 
THE n i A R DESERT 
CI) The state of Rajasthan is in the north-west of.India, and run-
ning through it frosa north-east to south-west is a ridge of v^ry old 
ocks, which form the Aravalli Range. To the north-west of this 
|Zaugc the area is very dry, and it falls gradually towards the Indus 
Valley. This very large area between tlie Aravalli Range and tJic plair 
>rms the Thar Desert. 
(2) Its annual rainfall is very low, usually less than 250 mm. More-
over, it is very irregular, and falls mainly during sudden storms. 
Although this figure is higher than in the Inuus Valley, there arc no 
S.'>>'ge rivers which can be used for irrigation. Because of this, it 
remains a sandy wasteland, with bare hills and waterless valleys. 
The ground is often completely bare of vegetation, though in some 
places a few bushes or plants can be seen, 
"\) The desert has only a very fc>v inhabitants. Sometimes a village 
started where, for a time, there is a little water and some millet 
•a be grown. But when the water runs out, the villagers have to 
ctve and move somewhere else. 
Some people own caitxels, which they use to ^arry on trailing in 
/cgiou, but travelling across the desert has always been made dif-
t by the lack of water. In spite of this, there are some towns: 
iracris an important centre for such trading routes, and Bikaner 
'nous for the goods which it makes from camel hair and cotton. 
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Glossary 
Please note these three points, which apply to all glossaries in this 
book. 
(a) The meanings giyn are tbo»e which are used in this 
passage. They may be-different from those you have met 
before. 
(b) After a noun, the sign /C/ shows that it is countable; the 
sign /U/ shows that it is uncouxhable. 
(c) After a verb, the VP numbers show what patterns the verb 
may be used in. See Hornby, The Advanced Learner's 
Dictionary of Current English (Oxford), introductory pages, 
ridge (line 2) : a narrow piece of higher land 
between two lower areas /C/ 
gradually (line 4) : changing only slowly 
irregular (line 8) : not having any panem 
bare (line II) : not covered by anything 
vegetation (line 12) : the general and collective name 
for plants /U/ 
run out (line 16) : to reach a .stage where no more 
of something remains (e.g. I've 
run out of matches) /VP 2D 15A/ 
2 Analysis of the Passage and Usage 
2.1 Broad Divisions of the Passage 
2.X.I Para 1 tdls us where the Thar Desert is. 
2.1.2 Para 2 tells us about 
(a) the rainfall. 
(b) the effect of the lack of water on plants. 
2.1.3 Para 3 relates desert conditions to population. 
2.1.4 Para 4 tells us something about people's occupations in the 
area. 
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P2 
WHERE 
WATER SUPPLIES 
RAIN RIVERS 
FAGTUAi. DEscanrnoN OF OBJECTS 
The plan of the passage, in the form of a diagram, is thecef(»e like 
this: 
The author starts by giving the 
most general point in his des-
cription : the location of the 
Thax Desert. 
Now he logically deals with the 
main feature of a desert—its 
lack of water. 
Now he takes two possible sour-
ces of water. He gives us figures 
for one, tells us the other is 
absent, and describes the results. 
Logically again, after dealing 
with water, he deals with peo-
ple. He emphasises that water 
equals life. 
In P3 he dealt with population 
in general. 
Now he gives us more particular information about the same to-
pic: he mentions two towns, and some occupations. 
Notice how the writing moves from the more general points to 
particular features. This is the normal—and logical—method of 
writing a factual description. 
VEGETATION 
PJ 
INHABITANTS 
OCCUPATIONS AND TOWNS 
2.2 Linking Devices 
The passage is not just a collection of sentences. The sentences 
are linked together to make a continuous passage. Compare it 
with these three sentences: 
Mrs Verma has three sons. Hyderabad is the largest city 
in the Deccan. Mangoes do not grow in Canada. 
Now obviously, these sentences do not make a passage. They are 
all about different things. There is no connection between them, 
and we would not expect them to be part of the same piece of writ-
ing. In other words, in a piece of writing we expect some kind 
of unity and continuity. Now look at these sentences : 
Mrs Verma has tlu-ee sons. ' They were all born in Hyderabad, 
which is the Irjrgest city in the Deccan. Now she is living 
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in Canada, where she cannot buy her favourite fruit, mangoes, 
which do not grow there. 
Here the earlier three sentences have been linked together so that 
they make a continuous passage. What has been added to make 
the links? S<»ne extra bits of information (like the fact that the 
sons were bom in Hyderabad); some pronouns; and some words 
like notOy which, toherey there. All languages have linking devices, 
and in this book you are going to study some of those which are 
used in English. Then you will be able to use them to make your 
own writing more effecdve. We start by examining the Thar 
Desert passage. 
2.2.1 Para 2 is linked to Para i by the use of Its. 
2.2.2 Para 4 is linked to Para 3 by the words Some people, which 
link back to wry few inhabitants in line 14 and villagers in line 16. 
2.2.3 1° 1^^ o^ ^his is used to mean there are no large rivers in lines 
9-10, and Because of is a signal that we are going to read about a 
result. 
2.2.4 ^ luic 20, In spite of is another kind of signal. It tells us 
that what we are going to read may be a little unexpected after what 
we have just read. 
2.2.5 Now answer these quesdons: 
(a) What does it stand for in lines 2, 10 and 22? 
(b) What'three-word phrase in line 15 is connected with the 
verb runs out in line 16? (Look back to the glossary.) 
(c) What does somew/iere else in line 17 link back to in line 14? 
(d) What does this in line *20 stand for? 
(e) The word t/ie is very often used to link back to a noun 
which—^when it was first used—had a or on in front of 
it. Find an example in lines 15 and 16. 
(f) Another common linking device is to use diiTerent words 
for the same thing or idea. These different words need 
not be synonyms, although they often are. Find examples 
in these lines : 
(i)4 (dry), 11, 20. (ii) 12 (vegetation), 13, 15, 22. 
(iii) 18-19 (trading in the region) 20, 21. 
(iv) 7, 9 (figure). 
2.3 Usage 
2.3.1 The Simple Present Tense 
Ther<r are 27 finite verbs in the passage (including passive forms) 
mi 
FACTUAL DESCaOPTION OF OBJECTS 
and all of them except one are in the simple present tense. Why? 
Because of the following rule : 
When we are describing a set of facts which are general^ 
true— t^rue now, and true in the past and future also—^we 
normally use the simple present tense. 
2.3.2 Here is a short gapped passage. The verbs you need to 
complete it are given at the end, but tibey are not in the right order. 
Write out the passage, choosing die correct verb for each gap, 
and putting it into the simple present tense. When you have 
finished, you will have an example of the factual- description of 
a process. 
The purpose of the water in th: engine of a car is not just to keep 
the engine cool. Of course, if the engine too hot, 
it : but also, if it too cold, it 
well. The water round the engine, where it 
heat from the bmning of the petrol. Then it through the radiator, 
where it heat to the air. In an efficient engine, this 
process *.. the temperature of the water a few degrees below 
boiling point. At this temperature^ the engine its best per-
formance. 
circulate 
stay 
not run 
pass 
collect 
lose 
stop 
get 
keep 
give 
2r.3.3 The Passive Voice 
The author uses passive constructions in four verbs in the 
passage, ii: lines 10, 13, 15, 16, and 19. 
The following notes explain the use of the passive. 
In English we normally use the passive voice when we are not 
interested in who did die action (the agent). If we are in-
terested in the agent, we use the active voice. Sometimes, 
of course, we do mention the agent, for some special reason, 
but this is not the commonest use. And we quite often men-
tion the agent when it is a thing rather than a person, e.g., 
The train was pulled ay a powerful steam engine. 
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The passive is formed by some part of die verb^ phis the 
past paxtidple of the verb, e.g.. 
I Coal ts/ound all ofver the v^orld. 
2 Oil has hem found under the sea 
off Bombay. 
3 A meeting vnll be held tomorrow. 
4 He was taken to hospital at once. 
5 The maxdi is going to be ph^ed on 
Sunday. 
6 The letter had been sent a week 
These rqnresent 
some of the tenses 
in which the 
passive is common-
ly used. 
before. j 
7 Oil can be used to make plastics. 
8 He may be sent to Jaipur. 
9 If he did that, he toould be arrested. 
10 She should be allowed to sit for 
the examination. 
11 The thieves were noticed by a 
neighbour. 
12 That well vxis dug by a special 
machine. 
These are some of 
the 'helping verbs* 
that can be used 
with the passive. 
Two examples in 
which the agent 
is mentioned 
Notice that the passive can be used to refer to a state as well 
as a process. Examples i and 7 above are concerned 
with states. 
2.3.4 How do the following exercise. The sentences in Column A 
have the active voice. Those in Coluom B have the same sentences 
transformed into the passive. For this kind of writing—the des-
cription of a historical process—the passive is more appropriate, 
so Column B is better writing than Column A. Complete Column 
B and write down all its sentences as two paragraphs, with the se-
cond paragraph be^nning with the third sentence. When you 
have finished, you wiU have an example of this kind of factual des-
cription; the description of a historical process in which the author 
is not concerned with who carried out the process. Since it deals 
with history, the most common tense used is the passive form of 
the shnple past. 
183 
Material Used bv Teacher 'C 
F. TENSES IN ADVE]RB CLAUSES REFERRING TO 
THE FUTURE 
In a main clause indicating future time, the future tense or it5 
cqv\ivalent is used,* but in an adverb clause dependent on it 
the present tense is the normal one—usually the simple form. 
I shall call and sec you when I come, to London, (not 
wlun I shall come) 
We go away for our holiday as soon as the children 
faiish school, (not wUlJmish) 
I inUnd calling to see you when next I come to London. 
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The following table gives a number of examples with difie-
rent kinds of subordinating conjunctions as introductory 
kvords. Not all the adverb clauses are clauses of timc> but all 
refer to the future. 
I shall not come 
You will fail 
We shall not go out 
I shall take my umbrella 
We shall start 
My son will be twenty 
I am going to buy a new car 
unless I hear from you. 
unless you work harder. 
if it rains.' 
in case it rains.' 
as soon as we are ready. 
when I am forty-eight. 
when the price comes down. 
In most of the above sentences the order of the clauses could 
be reversed, the adverb clause being put first; but this makes 
no difference to the tenses. 
Notes 
1. Remember that when such sentences as the above arc 
put into reported (i.e. indirect) Ipeech, the shall or will of 
the main clause is converted to should or would^ and the 
present tense of the subordinate clause is changed to the 
corresponding past tense. Just as shall and will do not norm-
ally appear in the subordinate clause of the direct form, sc 
should and would must not normally appear in the subordinate 
clause of the indirect. 
He said he would not come unless he heard from me. 
He said that no-one would leave before the bell wenl. 
I told them that I should take my umbrella in case »* 
rained. 
2. The auxiliary will may occur in the subordinate clause, 
but only in such sentences as: 
I will do it if you will help mc. 
Here will expresses, not a future, but a present, meaning 
' if you are willing '. 
3. Such sentences as the following, in which a future is 
used, are correct: 
' if it should rain and in cast it should rain arc also possible; but ihcsc 
express a contingency which i* thought rather unlikely. 
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Call again this aftenuxm^ when / shall havi more time to 
set you. 
Go to the main entrance, where jou will fitd a mes* 
senger waiting. 
But in this case the second clause is not really a subordinate 
one; it is co-ordinate with the first. IVfitn means * for then ', 
or * and then *. IVfur* means * and there '. 
4. In certain cases the progressive form of the present tense 
b possible in the adverb clause^ if the situation or the activity 
u thought of as being in progress at the time referred to 
We shall not go out 
We ih?*\\ not come in 
Po not come to work tomorrow 
Give me a ring^ 
if it b raining. 
if you are watching the tele-
vbion. 
if you are not feeling better, 
if you are expecting vbitors. 
EXERCISES 
Insert in the blank spaces in the following sentences the 
correct tense of the verb given in brackets at the end. 
a You will not succeed unless you harder, (work) 
b I will let you know as soon as I any information. 
(have) 
c Do not do anything further until you from me. (hear) 
d We shall go for a walk when it raining, (stop) 
t We must have everything ready before the guests 
(arrive) 
/ We cannot come to a dccbion before we the facts. 
(know) 
g We should like to reach home before it dark, (get) 
h Nothing can be done until we hb answer, (receive) 
i She will inherit a fortune or/^20,000 when she the age 
of twenty-one. (attain) 
J We had better take some food with us, in case the shops ..... 
closed, (be) 
k When I enough money, I intend to buy a car. (have) 
/ There will be a rush for seats when the train (arrive) 
* A colloquialism memning ' Telrphonc me '. 
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m You will think very differently firom this when you 
older, (be) 
H Think carenilly before you (answer) 
0 When George twenty, John will be twenty-three, (be) 
G. TENSES IN ADJECTIVE CLAUSES REFERRING TO 
THE FUTURE 
An adjective clause referring to the future may take either 
{a) a future tense, or {b) a present tense. Which of the two 
we use depends on the way we regard the fact that it expresses. 
If we think of it in relation to the moment at ,which we are 
speaking (i.e. the present moment), then we see it as a future 
event or situation, and we use the future tense. But if we 
think of it in relation to another future event or situation 
(usually the one in which its antecedent b involved) with 
which it is more or less co-temporaneous, then the present 
tense is used. Here are some sentences which will illustrate 
the point. 
You are to bn.rig me the papen which you will find on 
my desk. 
Here the idea of finding the papers b thought of in relation 
to the moment when the speaker is giving the instruction; it b 
therefore represented as a future event, and the future tense 
b used. The same b true also of the following. 
You must show no-one the note which the attendant 
will givi you. 
I intend to pay for my new house with the money I 
shall get from the sale of this one. 
But now contrast these with the following: 
I shall get on the first bus that conus. 
Here the speaker b projecting his mind into the future and 
thinking of the bus coming while he is waiting, so he uses the 
present tense. Similarly we have: 
VVe shall award the prize to the person who gets the 
highest marks. 
I shall pay the bill with the money he givis me. 
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We cannot consider applications that an reuivid after 
Jxme 30th. 
This cup will be presented to the compedtor who wins 
therace» 
The present tense u also used if the reference is to a fact 
or situadon which, though viewed in a future setdng» does not 
apply exclusively to the future. 
When I redre I shall go to live in a place where the 
climate is warmer than it is here. 
She has promised that she will never marry a person 
who drinks. 
The present tense is much more frequent than the future. 
The latter often suggests that it is already known that the event 
in question will occur. Tou must show no^ne the note which the 
attendant will ^ 'v^^u implies that the speaker already knows 
that the person to whom the instruction is addressed will be 
given a note by the attendant. And similarly Tou are to bring 
me the papers which you will find on my desk implies that the speaker 
knows (or at least assumes) that the papers will be found there. 
Thu, however, does not preclude his using the present tense, 
and so presenting the fact as though he did not know. If the 
context makes it clear that he does not know, then the future 
tense cannot be used. 
We shall not wait for anyone who arrives late. 
EXERaSES 
Insert in the blank spaces in the following sentences the 
correct tense of the verb given in brackets at the end. 
1. I shall buy the hat that cheapest, (be; 
2. We shall app>oint the person who the best qualifica-
tions for the post, (have) 
3. As soon as he , show him to my office, (arrive) 
4. You are to go in by the main entrance, which you on 
your right. (find) 
5. You should report at once any suspicious circumstances 
you (notice) 
6. Anyone who late will not be admitted, (come) 
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7. Make sure you take with you all the toob you for the 
job. (need) 
8. Is there a train that me to London about midday? 
(get) 
9. We intend to have lunch at the Hrst restaurant we 
(sec) 
10. The first person who the correct answer will be 
awarded the prize, (get) 
11. You are not to admit anyone who a ticket, (have, use 
the n^ative) 
12. I wai)fa briefcase that me until I retire from business. 
(last) 
H. TENSES IN CONDITIONAL SENTENCES 
There are three kinds of condition: 
1 Open Condition, i.e., a condition which may or may not 
be fulfilled. 
If it rains, the match will be cancelled. (It may rain, 
or it may not; we do not know.) 
For this, if the reference is to the present, we use the present 
tense in both the. conditional and the main clause. 
If I tai cheese, it givts me indigestion. 
If water yrff^a, it turns to ice. 
If it is only ten o'clock, we still hoot time to catch the 
train. 
If the reference is to the future, the present tense is used in 
the conditional clause, and the future tense in the main clause. 
If I }uxve time, / shall visit the exhibition. 
If I see a suitable present for her, I shall buy it. 
X.B. When the main clause gives an order or an instruc-
tion, the future tense is, of course, replaced by the imperative. 
If you get a chance lo sf>eak to him, ask him how his 
family arc getting on. 
In sentences referring to the past, two pallcrm arc possible. 
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(«) If the reference is to something that b general or 
habitual» then usually the past tense b used in both cUuscs. 
If there was a rush of orders, we had to work overtime. 
If the manager received any complaints, he imesHgaled 
them personally. 
{b) If the reference b to a specific occurrence or situation 
which, though it may belong to the past now, was future when 
regarded from a particular point of time in the past, then the 
past tense b used in the conditional clause, and the future in 
the past (or conditional) tense in the other clause. 
We decided that, if it was fine, we would walk home. 
I hoped that, if I rested for a few days, I should feel much 
better. 
N.B. would (for all persons) is sometimes used also in senten-
ces expressing repetition or a general practice. 
If he had a few hours to spare, he would spend them in 
the library. 
This is the counterpart of a similar use of will in the present. 
He will sometimes sit for hours reading a book. 
2 Rejected Condition, i.e., a condition which might have been 
fulfilled, but is not. For thb we use the past subjunctive 
in the conditional clause if the verb b to be, and the past 
indicative if it is any other verb. The main clause has the 
future in the past (or conditional) tense. 
We could start dinner if only John were here. 
If I werenU so tired, I 'would go for a walk with you. 
If I had time, I should visit the exhibition. 
(These sentences imply that John is not here, that I am tired, 
and that I have not time.) 
If the reference is to the past, this becomes: 
We could have started dinner if only John had been there. 
If I had not been io tired, I would have gone for a walk with 
you. 
If I had had time, I should have visited the exhibition. 
If he had studied harder, he would have passed the 
examination. 
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$ Imaginaxy 0>nditioD» i.e., one which could not be true {If 
I wm »«»), or which, even if it it not impossible^ is not 
fcrioualy contemplated, but is only advanced for the sake of 
argument. 
If I were a millionaire 
If you were attacked by a bandit..... 
Here, again, we generally use the past subjunctive, in the 
oonditioasl clause if the verb is to h%^ and the past indicative 
of other verbs, while the main clause has the future in the 
past (conditional).^ 
If I wen a millionaire I would gat generously to good 
causes. 
What would you do if vou wen attacked by a bandit? 
If he had ail the wealth in the world he wwdd not be 
happy. 
If the reference is to past time, wen becomes had bien, and 
joouldjshould becomes wotdd havejshould have. 
What wotdd you have done if you had been attacked by a 
bandit? 
/ should not have tolerated his rudeness, if I had been you. 
BZUtdSBS 
1 Complete the following sentences by inserting in the blank 
spaces the correct part of any verb you think suitable in order 
to make a clause of open condition. 
a If it we shall not go out. 
h If you Ul you should see a doctor. 
e We will have a game of tennis tomorrow, if the weather 
suitable. 
d If you a mistake, you should correct i t 
e Mr Brown always cycled to work if the weather fine. 
*In colloquial English, even with to bt, the past indicative (was) it 
often used with a singular subject for both rejected and imaginary 
cooditioo. 
If your father toot here, be would be disgusted at your conduct. 
If I IMS « millionaire, I should give generously to good causes. 
But we alwaytsay ^I vontyw (not (/" / tcasyo*), probably because, 
m acoouat of fitqucnt repetition, it has become a set expression, and so 
^ witjupctiTe is peipettuUed. 
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• 
f I shall leave the office at 4,30 if nothing me. 
^ If the train punctually, we shall be in London just 
before, three o'clock. 
A If an accident you should rep<Mrt it at once to the 
police, 
t I shall call and see him tomorrow evening if. I..... time. 
j When I was a schoolboy we were punished if we late 
more than once in the same week. 
2 Complete the following sentences by inserting in the blank 
spaces the correct part of any verb you think suitable in order 
to make a clause of rejected or imaginary condition. 
a If I you I should refuse to accept his excuse. 
b If only we two minutes earlier, we should have caught 
the train. 
c If you me, I could have helped you. 
d If you to win £ 1,000 in a lottery, what would you do 
with the money ? 
e If he ..;.. more careful, the accident would not have hafv 
pened. 
/ if I his address, I would have called on him. 
g I could never have solved the problem if you me. (Use 
a negative verb.) 
h If they my advice, they would not have made this 
mistake. 
t If I old enough, I would join the Air Force. 
j Nothing could have saved your life if you over that 
cliff. 
3 Add a main clause to the following conditional clauses in 
order to complete the sentence 
a If it b not too far 
^ If he had learned his lesson properly 
c If I have enough money 
</ If I had known they were here 
« If I can get away from the office in time 
/ If everyone were to do just what he liked 
g If you had carried.out the instructions 
h If you need any assistance 
I If you would like a ticket for the concert 
/ If I were a Member of Parliament 
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4 Put the following conditional sentences into the past. 
a If it is fine, we always walk to work. 
b If I were you, I should not accept the post, 
c If she has any free time, she spends it in ths garden. 
d Ul sold this house, I shoujd get at least £ 4,000 for it. 
e If she needs any advice, she always comes to me for it 
/ If I tell the truth, no-one will believe mc. 
g If you spoke more slowly, we should hear you better. 
h We could buy a new car if only we had a little more money. 
I What would you do if you missed the last train ? 
j If he were a year older, he would be eligible for the post 
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Appendix I: Infinitive and principal 
tenses of verbs 
The follpwing lUt g^ ves the infinitive, the present tense, the 
past tense> and the perfect tense of the commoner strong verbs 
m English, and of some of the weak ones which do not follow 
the rule of adding -ed to the verbal stem for the p s^t tense and 
the past participle. It is felt that this will probably be more 
useful to the foreign student than the usual list of Principal 
Parts would bie. Oi)ly the furst person singular of each tense 
has been given; where the/subject / is printed in brackets, 
it means mat the first person singular is not normally used, 
thQugh it is given here for the sake of uniformity with the rest 
of the list. 
The infinitive is given without /o, though in actual fact the 
form with to is more frequently used; all the student has to do 
is to add the to when necessary. 
The present participle and the gerund (which both have 
the same form) are made by adding -ing to the verb stem given 
Rs the infinitive.. 
The past participle is the last word of the perfect tense: e.g. 
for the verb to eat the present participle and the gerund are 
taiing. The perfect tense of this same verb is / have eaUn; hence 
the past participle is eaten. 
The future tense is formed by placing shall for the first 
person singulat and plural, and will for the other persons, in 
front of the infinitive without./o. 
The pluperfect (or past perfect) tense ii formed in the same 
way as the perfect, except that the awdUary isr had instead of 
htm* 
Injmtiot Pr4seni Tense Past Tense Perfect Tense 
arise I arise I arose I have arisen 
awake I awake I awoke I have awaked 
or awakened 
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J^mtioe * In/iniHvi andprimpal teitses 
Injiniiive 
be (see p. 
bear 
beat 
become 
begin 
behold 
bend 
bet 
bid 
bind 
bite 
bleed 
blow 
break 
bring 
burst 
buy 
(be able) 
cast 
catch 
choose 
cling 
come 
cost 
creep 
cut 
dare 
deal 
dig 
do 
draw 
dream 
drink 
drive 
dwell 
eat 
Present Tense 
208) 
I bear 
I beat 
I become 
I begin 
I behold 
I bend 
I bet 
Ibid 
I bind 
I bite 
I bleed 
I blow 
I break 
I bring 
I burst 
I buy 
I can 
I cast 
I catch 
I choose 
I cling 
I come 
(I) CQ$t 
I creep 
I cut 
I dare 
Ideal 
I dig 
I do 
I draw 
I dream 
I drink 
I drive 
I dwell 
I eat 
Past Tense 
I bore 
I beat 
I became 
I began 
I beheld 
I bent 
Perfect Tense 
I have borne 
I have beaten 
I have become 
I have begun 
I have beheld 
I have bent 
I bet (betted) I have bet (ted) 
I bade 
I bound 
I bit 
I bled 
I blew 
I broke 
I brought 
I burst 
I bought 
I could 
I cast 
I caught 
1 chose 
I clung 
I came 
(I) cost 
I crept 
I cut 
I dared 
I dealt 
I dug 
I did 
I drew 
I dreamt 
(dreamed) 
I drank 
I drove 
I dwelt 
I ate 
I have bidden 
I have bound 
I have bitten 
I have bled 
I have blown 
I have broken 
I have brought 
I have burst 
I have bought 
I have been able 
I have cast 
I have caught 
I have chosen 
I have clung 
I have come 
(I) have cost 
I have crept 
I have cut 
I have dared 
I have dealt 
I have dug 
I have done 
I have drawn 
I have dreamt 
(dreamed) 
I have drunk 
I have driven 
I have dwelt 
I have eaten 
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Infinilive i 
lend ] 
let ] 
He (down) 
Ue ] 
(tdl a lie) 
light 1 
lose 1 
make 
• • • J 
mean 1 
meet ] 
• • • 
pay ] 
put ] 
read 1 
ride I 
ring 
rise. 
run 
saw (wood) 
say 
sec ] 
seU 1 
send 
set 
shake 1 
• •• 
shave 
dihine < 
shoot 
show 
shrink 
shut 
sing 
swear 
tear 
teU ] 
^resent Tense i 
[ lend ] 
[ let 1 
[l ie ] 
[ lie ] 
[ light ] 
\ lose 
: make 
may j 
mean ] 
'. meet J 
must ] 
pay 1 
, put J 
: read 1 
: ride ] 
ring 
'. rise 
! run 
[ saw 
'. say ] 
: sec ] 
[ sell ] 
[ send 
[set 
:shake 1 
[ shall (aux.) '. 
[shave 
I) shine 
i shoot 
[ show 
[ shrink 
[ shut 
[ sing 
[ swear 
[ tear ] 
[teU 1 
Past Tense 
[lent 
[let ] 
[ lay 
[ lied 1 
[ lit (lighted) ] 
[ lost ] 
'. made 
' might 
' meant 1 
'. met ] 
must. 
paid ] 
put ] 
read 1 
rode ] 
• rang J 
; rose ] 
' ran 
[ sawed 
'. said J 
'. saw 
[sold ] 
[ sent 
\ set 
. shook ] 
' should 
[ shaved 
I) shone 
[ shot 
[ showed ] 
[ shrank 
[ shut 
[sang 
[ swore 
[ tore 
[ told ] 
Perfect Tense 
[ have lent 
[ have let 
'. h^vc Iain 
\ have lied 
[have lit (lighted) 
'. have lost 
'. have made 
• • • 
have meant 
'. have met 
• • * 
! have paid 
'. have i>ut 
\ have read 
have ridden 
'. have riing 
'. have risen 
'. have run 
\ have sawn 
: have said 
[ have seen 
'. have sold 
: have sent 
! have set 
[ have shaken 
• •• 
[ have shaved 
I) have shone 
[ have shot 
have shown 
[ have shrunk 
[ have shut 
[ have sung 
[ have sworn 
[ have torn 
[ have told 
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- « f c -
Infinitivt 
feed 
feel 
fight 
find 
flee 
flow 
fly 
forbid 
forget 
forgive 
fomke 
freeze 
get 
give 
go 
grind 
grow 
hang 
have 
hear 
hide 
hit 
jioid 
hurt 
keep 
know 
lay 
lead 
lean 
leap 
learn 
leave 
Post Tense 
I fed 
I felt 
I fbi^t 
I found 
Ifled 
(I) flowed 
I flew 
I forbade 
I forgot 
I forgave 
I forsook 
I froze 
I got 
I gave 
I went 
I ground 
I grew 
hang I hung 
have I had 
(But see Appendix II) 
hear I heard 
hide I hid 
hit I hit 
hold 1 held 
hurt I hurt 
Jhrtsenl Tense 
feed 
fed 
fight 
find 
flee 
(I) flow 
'fly 
forbi4 
forge* 
for^ve 
forsake 
freeze 
get 
give 
go 
grind 
grow 
keep 
kn<^ 
know 
lay 
lead 
lean 
leap 
learn 
I leave 
I kept 
I knelt 
I knew 
I hud 
lied 
I leant 
(leaned) 
Ileapt 
I learned 
(learnt) 
I left 
Ferfecl Tense 
have fed 
have felt 
have ibught 
have found 
have fled 
) have flowed 
have flown 
have forbidden 
have forgotten 
have forgiven 
have forsaken 
have frozen 
have got 
have given 
have gone 
have ground 
have grown 
have hung^ 
have had 
have heard 
have hidden 
have hit 
have held 
have hurt 
have kept 
have knelt 
have known 
have laid 
have led 
i^ve leant 
(leaned) 
have leapt 
have learned 
(learnt) 
I have left 
Utnijti and h«Kt kupdt when death by luwging n mnuiL 
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Ijifkitivi andfnimipal lenses of verbs 
* 
lufinitive 
think 
throw 
tread 
wake 
waken 
wear 
weep 
* • • 
win 
wind 
write 
Present Tense Past Tense 
Itbink 
I throw 
I tread 
I wake 
I waken 
I wear 
I weep 
I will (aux.) 
I win 
I wind 
I write 
I thought 
I threw 
I trod 
I woke 
I wakened 
I wore 
I wept 
I would 
I won 
I wound 
I wrote 
Perfect Tense 
I have thought 
I have thrown 
1 have trodden 
I have wakcc? 
(wakened) 
I have wakened 
I have worn 
I have wept 
• * • 
I have won 
I have wound 
I have written 
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Appendix II: Conjugation of to be 
and to have 
TO BE 
Infinitiik: (to) be Fresetit ParticipU and Gerund: being 
Past partidpte: been 
Present Tense 
I am 
Yon are 
He is 
We are 
You are 
They are 
Past Tense 
I was 
You were. 
He was 
Wc were 
You were 
Thfcy,>vcrc 
Perful Tense 
I have been 
You have been 
He has been 
Wc have been 
You have been 
They have been 
In spoken English the intcrogative form of the negative 
is aren^t? ? (sec p. 77) 
TO HAVE 
InfinUive: (to) have Present Participle and Gerund: having 
Past Participle: had 
Present Tense Past Tensi Perfect Tense 
I have I ha^ I have had 
You have You had You have had 
He has He had He has had 
Wc have Wc had We have had 
You have You had You have had 
They have They had They have had 
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Prepositions 
D. THE IDIOMATIC USE OF PREPOSITIONS 
Below arc some of the commoner expressions in English which 
involve the use of a preposition. Others will be- found on 
pages 61 and 124. Note the correct preposition to use. 
ACCUSE He accused me q/" cheating him, (not/or) 
The prisoner was accused o/" murder. 
AFRAID My small sister is afraid ©/"dogs, (nol/ronj) 
She hesitated to cross the road, as she was afraid 
q/" being knocked down by a car. 
When afraid h followed by an infinitive, no preposition is used. 
(Seep. 124) 
She was afraid to go near the fierce-looking dog. 
ANGRY The father was very angry M;»/^  hir son. {not at 
or against) 
Bui: I was very angry at what he said. 
We arc angry with a person, but at something he docs or 
says. 
APPROVE I do not approve of your action. 
The manager did not approve of smoking in the 
office. 
ARRIVE I usually arrive at school about ten minutes lo 
nine, (not arrive to school) 
Whci. arrive is followed by an adverb of place such as here, there, 
sorruwhae, anywhere, nowhere, no preposition h used. Horru is 
such an adverb, and therefore is not preceded by a preposi-
tion. 
Has your father arrived home yet? [T\O\ at home, or to 
harm) 
But i( home is preceded by a genitive or a possessive adjective, 
then it is a noun, and must take the preposition. 
It was almost two o'clock when we arrived at nn^y 
friend's home. 
BOAST A modest person does not boast of his achievements. 
{not for or at) 
Boast about is alsa correct. 
He is not the kind of person to boast about his 
achievements. 
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<:AREFUL She is very careful o/htr health. (not>f) 
When it is followed by an infinitive, cartful takes no preposi-
tMMI. 
Be careful not tP spill the liquid. 
He was very carefiV to see that everything was loclzed 
up before he left the office. 
CARELESS He drove at a reckless speed, qwte careless of the 
danger to himself and to others. 
CURE This mixture is guaranteed to cure you 0/'influenza 
in twenty-four hours, (notyrow) 
He was quickly cured ^his.cold. 
But when cure is a noun (meaning' a remedy '), the preposi-
tion is^r . 
What is the best cure for a cold? 
DIE People die of a disease or illness, but from doing 
something. 
Many people have died o/* malaria. 
He died from over-eating. 
DIFFERENT This is different/rom the other, (not lo or ihan) 
The verb diftr also lakes/rom. 
How does- this differyrom the other? 
DISAPPllOVE I disapprove of your conduct, (not with or about) 
DRESS(£D) My sister always dresses f;i bright colours, (not with) 
The lady was dressed in black. 
FULL The chest was full 0/*papen. (not with) 
But we say * full up with.* 
OLAD W C were very glad of A rest after our long jouniey. 
{not for) 
But no preposition is used when glad a followed by an 
infinitive. 
Wc were glad to be home again. 
HELPFUL Your suggestion was very helpful to us. {not for) 
INTERESTED She is very interested in stamp-collecting, (not 
with) 
We are not interested in your story. 
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But when inUresUd is part of a passive voice, then the pcepoti-
tion is hy. 
We were interested by what he had to say, 
LIVE His wages are m small that he can scarcely live $n 
them, (not with or hy) 
He earns scarcely enough to live on. 
Cows live on grass. 
But when liv^ means * to earn a living', then by is used to 
specify the means or method. 
He lived hy cheating others. 
MAKE Flour is maidcfrom wheat, (not of) 
(MADE) Her i^rcss was made ^silk. (notjrom) 
When one substance is changed into another, so that a new 
substance b produced, we use from, but when the original 
material is not actually changed, but is merely formed into 
some object, then we use of. 
MARRIED When married is a verb it may be used either in-
transitively or transitively. In the latter case, no preposition 
b needed. 
He married when he was twenty-seven. 
He married my sister, (not to my sister) 
When it is an adjective used prcdicatively, the preposition to 
IS used. 
He is married to my sister. 
PLEASED The teacher was very pleased wUh the boy*$ progress, 
(not/flr) 
The little girl was pleased with her new dress. 
When pUased is followed by an infinitive, no preposition is 
used. 
We were pleased to hear that he had recovered from 
his illness. 
Again, no preposition is used before a clause. 
We arc pleased that you have been able to come. 
PREFER I prefer a humorous play to a serious one. (not 
tkm) 
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PROUD Wc arc proud o/our new car. 
She was very proud of her.son's achievemenr. 
(not/or) 
RID Whcihcr rid is used as a verb or as an adjective, it is 
followed by of. 
The Pied Piper of Hamelin promised to rid the town 
of rats, (not from) 
They were pleased to be rid q/'such a rogue, (not/rom) 
I cannot get rid of my cold. 
SIT A person sits al a desk, on a chair or a seat (but in an 
armchair), in a car, ia a room. 
The pupils were sitting at their desks. 
There is no chair for me to sit on. 
Let us sit on this seat for a while. 
The old lady was shting in an armchair. 
While Mr Smith went in the shop, his wife sat in the car. 
We sit at something that is placed before us, on something 
that is beneath us and in something that is around us or to 
some extent encloses us. 
Sit in your places. 
While we were sitting at dinner wc heard a disturbance 
outside. 
SORRY Wc were all sorry for the unfortunate person. 
Wc are sorry about your misfortune. 
We are sorry for a person, but about something that has hap-
pened. We may sometimes say, in conversation, / am sorry 
about your mother^ but'this really means about something ihnr, 
has happened to your mother. (She is ill, has had an accident, 
has died). 
No preposition is used when sorry is followed by an infinitive. 
We are sorry to hear that you have not been well: 
I am sorry to say that he did not keep his word. 
TAKE CARE-You should take care of your health, (not for) 
Will you take care o/our dog while wc are away 
from home? 
No preposition is used before an infinitive or a clause. 
Take care to lock everything, up safely. 
n i take care that thb does not happen again. 
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USEFUL This will be very useful to me. 
A map is useful ybr finding one's way about. 
Useful to a person, but for a purpose. The same distinction 
-ippltes to: 
USELESS This tool is quite useless to me. 
This tool is quite uselessyor my purpose. 
A small, saw is uselcssybr cutting down trees. 
As can also be used when the meaning is 'in the capacity o f 
This substance is useless as a substitute for leather. 
WRITE The note was written in pencil/in ink. (not with) 
Write the exercise in ink. (not with ink) 
But: 
The note was written with a pcncilfwilh a pen. 
When written refers merely to the appearance of the words 
or the letters on the paper, then in is used; but when was 
writtsn is a verb in the passive voice, and refers to the act of 
^vriting itself, and the thing named is the instrument used, 
then the correct preposition is with. 
I cannot write with this pen. 
She writes with her left hand. 
KXERCISES 
Complete the following sentences by adding the correct pre-
position in the blank spaces. 
1. Youn father v/ill be very angry you when he hears of 
your conduct. 
2. She found a purse full money. 
3. No-one has yet discovered a cure the common cold. 
4. As we had had no food for over six hours we were glad 
a meal. 
5. Are you interested modem art? 
6. I prefer coffee tea. 
7. I feel sorry Mrs Snnuth; two ofher children arc ill and 
her husband is unemployed. 
8. The great English poet John Keats died consumption. 
9. We were glad to get rid such an untrustworthy person. 
10. He accused one of his friends stealing his watch. 
11. What time did you arrive the office this morning? 
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12. Our parents did not approve playing games on 
Sunday. ^ 
13. We arc lorry your mother*s illness. 
14. This coat should last you a long time if you take care 
it 
)5. As all the chairs were full, we had to sit the Boor. 
16. She always dresses bright colours. 
17. His signature was written pencil. 
18. You h.ad better tell the police what you have heard; it 
may be useful them. 
19. Which hand do you write ? 
20. Don't throw that piece of rag away; it may be useful 
polishing the car. 
21. Her shoes were made the finest leather. 
22. We are very pleased our new house. 
23. That small boy is very proud his father. 
24. Some women are-afraid mice. 
25. He sat the table writing a letter. 
26. Ever since her early years she had Jived .... the best of food. 
27. That poor old lady must find it dtflftcult to live her 
small mcomc. 
28. The teacher was very angry what had occurred in the 
classroom. 
29. This drfhk is made fresh fruit and sugar. 
30. The prisoner was accused ill-treating his small child. 
14. The word home: used with and 
without a preposition 
1 After such verbs as conu, go, arrive^ get, send^ take^ bring, 
where it indicates datination, the word home is an adverb, and 
therefore ito preposition is used before it.' 
Father comes home at five o'clock, (not to home or at home) 
We hope to arrive home about 8,30. (not lo home or 
at hom^ 
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ITu rwfrj home 
The children brought a stray kitten home. 
But ifhonu is preceded by a genitive or a possessive adjective, 
then it is a noun^ and a preposition is necessary in order to 
make an adverb or adjective phrase. After come, go, ££t, 
itnd, take and bring, the preposition used is io; after arrive it 
is at. 
I arranged to go to my friend's liome for tea. 
We could gel to your home by six o'clock, if that would 
be convenient. 
No preposition is used after reach, since reach is a transitive 
verb, and nome b its object. The same applies to leave. 
We hope to reach home by about 7.30. 
What is the best way to reach your home ? 
We left home at 11.30. 
2 Uhofite represents the place where one is, or where one docs 
icnicthing, then it must be preceded by the preposition at. 
Mr Smith is not at home. 
If you arc not well, you should stay at home. 
(Similarly: live at home^  work at home, dine at home) 
The following sentence, in which both home and at home arc 
used, will illustrate the difference between the two. 
Mr Smith is not al home; he will not be home until 
six o'clock. 
The first part of the sentence means that Mr Smith is not 
in the houSe. The second part means that he will not have 
returned from work, or from a journey, until six o'clock. 
EXERCISES 
1 Insert home or at home (whichever you think is correct) in 
the blank spaces in the following sentences. 
a Has your father come from work yet? 
b What time do you get..... from the office? 
e We are spending our holidays this year. 
d Susan has brought a friend to lea. 
« I am afraid you cannot see Mrs Smith, as she is not 
/ I could not unlock my desk, as I had left my keys 
g I leave.... every morning at eight o'clock. 
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h I will telephone you as soon as I arrive 
} Janet is married and has a house in the country^ but Mary 
lives with her pau-ents. 
j We called at the house, but there was no-onc 
k If the train is punctual, we should reach about six 
o'clock. 
/ I shall go as soon as I have finished my work. 
12 Compose five sentences of your own using at home, and five 
using home as ah adverb, without a preposition before it. 
3 Fill in the blank spaces in the following sentences with 
home^ or with home preceded by a preposition ^whichever 
you think is required). If a preposition Is neeaed, make 
sure you use the right one. 
a She spent the afternoon her friend's 
b We arc not far.... now. 
c We were glad to get.... after our long journey. 
d Some children go for their midday meal; others have 
it at school. 
e I .don't think there is anyone in that home. 
y She arrived heavily laden with purchases from her 
aAemoon's -shopping. 
g The police called the of each oC the suspected 
persons. 
h He travels his to the office by car each day. 
I The boy took the stray dog his 
j Would you care to come to tea with me? 
k They ran all the way 
! When they got to the house they found no-one 
m When he arrived at school he found he had left his book 
n If it is fine I usually walk.... from work. 
0 The doctor went the patient's as soon as he received 
the message. 
p We have had an enjoyable holiday, but it is pleasant to be 
again. 
g As the pupil was not well the teacher sent him 
r They returned sooner than was expected. 
s As she was ill and could not come out we went to visit het 
her 
• Need you go..... yet? 
207 
PrepoiitioHS 
C. PREPOSITIONS ATTACHED TO VERBS 
1 yiu error' ofomilling \iu prcposUion 
A number of English verba which arc intransitive, and which 
thcrclbrc cannot take an object of their own, arc followed by a 
preposition and its object. The preposition must not be 
omitted, otherwise the sentence will be incorrect. 
Do not say. 
He pointed the tree. 
Say, 
He pointed to the tree. 
He pointed (U the tree. 
He pointed out^ the tree. 
Do not say, 
We listened the music. 
Say, 
VVc listened to the music. 
Do not say, 
I am looking a book. 
Say, 
I am looking/or a book, oc I am looking al a book. 
There are so many of these verbs that it would be impossible 
to give a complete list, but the following are a few that the 
student may find it useful to remember. 
You should abstainyrom 
I do not agree with 
I am willing to agree to 
You should apply/or 
Fori^rormation you should 
. apply io 
The regulations apiply iv 
When Jball we arrive al 
You must attend to 
Sensible people do not believe in 
We ha»^  *^  comj>ete agaitist 
I cann-'^  hope to compete with 
My sbl*'' ^®e' ^^^ c&rcfor 
Doctors a"^ nurses care/ar 
One sh^u'^ always defer to 
The tra'" ^'" departyr^/n 
Many j>copIe were gazing at 
We hopC> 
all alcoholic liquor, 
what you say. 
your suggestion, 
that post. 
the secretary. 
all office workers. 
our destination ? 
his instructions. 
witchcraft. 
a much stronger team. 
so experienced a player. 
rice pudding. 
the sick. 
one's elden. 
the other platform. 
the spectacle. 
an easy examination. 
1 ({^ ,^  cut is not a prqxnttion, but an adverb, but it is included akwig 
with Hie ot^ *^  cxaiinplcs as the ume mistake is soiitetimes made. 
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I insist on 
We all listened to 
I'hc servant was told to listenybr 
The pupils longed/or 
The teacher was lookingyir 
She spends hours looking -ai 
Do you object lo 
The girl pointed to 
The teacher pointed out 
It is rude to point at 
I rely on 
I wuh to remind yoy of 
One day you will repent of 
I must reply to 
The price depends on 
£k>uld I please speak to 
tie^rdlttted to speak of (or about) 
Everyone stared at 
Ever)' ambitious person strivesyor 
I hope you succeed in 
We all sympathise with 
My brother talks of 
I wish ypu would not talk about 
I cannot think of 
What did you think of 
I will tlimk Mbovt 
We could not vf'ishfor 
Every week I write to 
accuracy in your work. , 
his story. 
the door bell. 
the end of the lesson. 
a piece of chalk. 
pictures. 
my opening the window ? 
a stain on her coat. 
the pupil's mistakes. 
people. 
his help. 
the promise you made. 
what you have done. | 
his letter, | 
the quality. , 
the manager ? ! 
hb achievements. 
the newcomer. 
promotion. 
your task. 
the unfortunate person, j 
emigrating to Canada. 
such painful things. 
his name. 
h^at film? 
the matter. 
better weather than this 
my aunt. 
Wheii these verbs and others like them are used in sentences 
which begin w;th an interrogative word like what?, wkid?^ 
who,?t where?t care mtistbe taken not to omit the prcpositio '^^  
which then goes at the end, immediately af^ er the verb. 
Wbai are you looking at ? (not What artjfou Mcing ?) 
What is the teacher looking for? (not What is the Uocktr 
lookmg?) 
Who was he pointing at ? (not Who was hi pointtffg 7\ 
Where has this bus come from ? (hot Whtrt A«, <A<V h 
eonu?) ^j this bus 
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Whom do you wish (o speak to ? (not Whom do you wish 
to speak?) 
11 will be noticed that the verb which precedes the preposi-
tion in all the above examples is an intransitive one; but in 
many cases the two words (verb4-preposition) taken together 
have the force of a single transitive verb. In such cases a 
passive use is possible. 
His hat was sal on by a very (at man. 
No-one likes being stared at. 
The children were looked after by their aunt. 
EXERCISES 
1 Give the questions to which the following statements might 
be the answers. Use such interrogative words as who?, which?^ 
what?^ where? to introduce the question, e.g. This train /las 
come from Edinburgh.— Where has this train come from? 
a I am looking for an English dictionary. 
b Everyone was talking about the latest news. 
e I was speaking to a friend. 
d He was sitting in that chair. 
e Mr Smith lives in that house. 
/ I am writing to my mother. 
g Everyone was staring at the strange«looking pcrsott. 
A We are listening to the music. 
i I shall come by the train that leaves here at 3.30. 
j I am thinking about that holiday 1 had in Paris. 
k That box is made of wood. 
/ I gave the book to my sister. 
m The train starts from platform number 5. 
R I am waiting for a friend whom I have arranged to meet. 
0 He borrowed the book from a friend. 
2 Complete the unfinished sentences in the following groups 
by usipg the.same verb (though any lense of it you think 
suitable) that is used in the first sentence of each group. 
a She is looking at a picture. 
What is she ?. 
In the museum there are all kinds of things to 
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k He stood on a chair to rcadi the fop shelf. 
WhatcBdhc.....? 
In order to reach the top shdf I need something to 
Why are you.^. that dhur? 
c Jchn k %vaiting forhts friend. 
Who is John.....? 
I shall not..... him any longer. 
i We have been talking about the film we saw last evening. 
What aiv you.....? 
Have you nothing better to.«... than that? 
Some people are alwavs..... their illnesses. 
/ We oiflcred to look after the children while their mother 
Mftnt to die shop. 
The sick w<Mnan had no-one to...., her. 
$he thanked me for..... her dog while she was away from 
home. 
/ The bank manager lives in* a large house. 
What kind of a. house do you.....? 
After the hurricane many £unilies had no house to 
/ The bill for the goods came to ten shillings. 
How much does the btU ? 
If you let me know how much the bill...,,, I will pay i t 
k The goods were packed in a cardboard box. 
What %vere the goods ? 
I want something to..... these goods..... 
3 Make up sentences <^  your own containing 'the following 
expressions. You may use any tense of the verb. 
rim after; fall over; look for; think of; speak to; play with; 
write to; laugh at; go to; attend to 
4 In e^ch of the following scntenca a combination of a verb 
and a preposition is printed in italics. Write another sentence 
of your own using tnb same combination (any tense of it) in 
the passive voice. Here is one done for you, to give you the 
idea. 
Who was th^t penon that spolu to you? 
Ptusioe, You should not speak unless you arc spoken to. 
a I cannot tAtnir ei\m nan&e. 
h What are you Motn^ or? 
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c Dp not inUrfert with that machine. 
d Wc have paid for everything we have bought. 
e The* cyclist ran over a child. 
/ You should attend to your lessons. 
g The secretary has written to all the members. 
A The child's parents let him have everything he asked for, 
I If you are ill, you should send for the doctor. 
j I have never heard of s\xch a thing. 
/!. Mistaken use of a preposition where none is required 
There are certain verbs which are transitive in English, though 
their equivalents in some other languages are followed by a 
preposition. The most frequently used are the verbs answer, 
approach^ ask^ attack^ enter (when it means * go in ') and resemble. 
The foreign student of English must remember that, apart 
from the exceptions given in the notes at the end of the present 
jection, a preposition is not used after these verbs. The follow-
ing examples show the correct use, and warn against the 
incorrect. 
CORRECT 
He refused to answer mc. 
I could not answer the ques-
tion. 
Wc approached the house. 
I asked him a question. 
They attacked the town. 
llxe dog attacked the child. 
We entered the room. 
Ilic animal resembled a rat. 
INCORRECT 
He refused to answer to mc. 
I could not answer to the 
question. 
We approached to the house. 
I asked a question to him. 
They attacked against the 
town. 
The dog attacked against 
-the child. 
We entered into the room. 
The animal resembled to a rat< 
Notes 
1. Answer to h used when the meaning is * correspond with *. 
There was no^ne in the room who answered to the description 
of the person I was looking for. 
2. Enter into is used when the meaning is ' embark upon' 
• take part in * or * consider •' 
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We cannot enter into a dbcussion of the matter now. 
Our companions soon entered into the spirit of the 
game. 
If you enter into an agreement, you should honour it. 
EnUr into, in the wnsc of * go in * is often used in the 
Authorised Vcnion of the Bible (16! 1), but it is now archaic, 
EXERCISES 
Complete the following sentences by using the verb given in 
brackets at the end, cither with or without a preposition 
(whichever you think is correct). 
1. As I him he turned and walked away, (approach) 
2. We saw two women the shop, (enter) 
3. The child its father in looks, (resemble) 
4. He gave us a general description of the plan, but did not 
details, (enter) 
5. The ruffian the traveller with a stout stick, (attack) 
6. We could find no-one who could our inquiries. 
(answer) 
7. She addressed me so rudely that I refused to her. 
(answer) 
8. The policeman the motorist to move his car, as it was 
obstructing the traffic, (ask) 
9. You need not the question if you do not wish, (answer) 
10. The teacher invited each of the pupils to him a ques-
tion in English, (ask)^  
11. The contents of the package did not the details given 
in the list that accompanied it (answer) 
12. As wc the town the traffic became denser, (approach) 
13. You should not your aunt in that rude manner. 
(answer) 
14. In shape, the object an egg. (resemble) 
15. The enemy the fortress three times, but all in vain. 
(attack) 
16. I recognised him as soon as he the room, (enter) 
17. The police would not allow anyone to the building. 
(enter) 
18. Have you his letter yet? (answer) 
19. If you that dog, it may you. (approach, attack) 
20. If you do not know the way, someone who does, (ask) 
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UNIT 3 
Factual Description of Processes 
Reading 
is passage is adapted bom Frontiers of Astronomy^ by Fred Iloylc, Harper 
Row, 1955. It describes one of the processes by which the distances of 
I are measured.] 
OHE MEASUREMENT OF ASTRONOMICAL DISTANCES 
^ e mciisurement of astrooomical distances seems like a conjuria;; 
k : they are so enormous that they fill us with astonishment. Hew 
I men know how far away the stars are? Yet like a conjvxing tri(;k 
il seems very obvious when we know hovr it is done. The methods of 
asurement are Indeed very ordinary. 
Perhaps the most Important is essendally the method that the 
jrer of a car aaca at night to judge the distance of an approaching 
. If the other car's headlights are very bright, he Judges that it 
lose; if they arc rather dim, he decides that it Is far away. R.r^  
he other car's headlights are especially bright or especially olm, 
) estimated distance will be wrong. A correct Judgemenr therefor t 
^snds on knowing how bright normal headlights wodii be at $:cm :-
hdard distance—say, 100 metres. 
:Now if v/e tried to use just any surs as 'het-dlights' for det^i-
ioing tutrottomlcal distances, we should Immediately run laio serious 
nible, becaiue the true brightnesses orthe stars vary very much 
f.re than those of the headlights of cars. ' Hence, if the 'hrT-iilighc' 
sthod is employed, only those Ftars must be »ted whos< true 
tghtnessea are accurately knoTm- Stars like the Sco c i:id be use:':. 
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but these would have two big disadvantages, l^ lrst, the SUB is not 
very bright, so It is not easy to see other stars of the same kfaid 
when th^y are far away* And second, a great deal of searching wotdd 
have to be don« to pick oat these particular stats. 
(4) Roth diese disadvantages are overcome, however, by using stars 
known as RR Lyrae* as HieadUghts*. Their true brightnesses are aU 
about 100 times greater than, the Sun, and they also have a character-
istic type of oscillation which allows them to be detected easily. 
(5) Thus to measure the distance of an RR Lyrae star, it is first 
photographed for a fixed period Qf time. Its apparent brightness can 
then be estimated from the degree to which it affects the photographic 
plate. From tills figure and its known true brightness, the distance 
of the star can then be calculated* The calculation requires the use 
of the optic law which states that the apparent intensity of any 
source of light decreases as the inverse square of its distance. 
QEIere is an example of thls.Iaw. Suppose We light a candle and place 
it 1 nxetre away from oureyes. Then.we'move it to 4 metres away. The 
difference betti^ een the two distances is 3 metres, and 3 x 3 = : 3^= V. 
So the apparent intensity of die candle—the light reaching 
our eyes—will be 1 divided by 3'=l/9 of the Intensity at 1 metre. 
Similarly, if we put the candle 10 metres away, the difference In dis-
tance wUI be 9 metres and die iq>parent intensity will be 1 divided 
by f«=l/tl.) . 
(6) RR Lsrrae stars can be used for measuring distances of up to about 
200,000 parseca; (1 par8ee=3.084 x l0U=S0;t4O,0O0,0OO,e0O kilo-
metre*.) At these vast distances, all the stars in* a group are at 
roi^hly the same dbtance away from the earth, so the RK Lyrae 'head-
lights' can be used to measure tiis distance of the gtwtp as a whole. 
1.2 Gbsstay 
[See notes (a) to (c) of Section 1.2 in Uait i^ ] 
astrcnomical Hine 1) : the adjective for the science of sti?<f 
the stars. (E>o not confuse it witli | 
•TIJ^S word rhymes with fear eys*. 
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a conjuring tridc (lines i, 2) 
sst(Hushmeat (line 2) 
judge (line 7) 
standard (line 13) 
just any stars (line 14) 
run into... trouble 
(lines 15, i6) 
a great deal of (line 22) 
pick out (line 23) 
overccMne (line 24) 
characteristic (lines 26-27) 
osdUati<Ki (line 27) 
optic (line 33) 
apparent intensity (line 33) 
inverse square (line 34) 
: a clever ttick, usually done by 
•quick hand movements, with 
a result that seems ixa^c /C/ 
: very great surprise /U/ 
: to form an opinion about. 
/VP 6A, 9, 10, 22, 25, 2A, 
3A/ 
: fixed, not changing, for the 
purpose x)f an experiment 
: stars chosen according to no 
principle or quality 
: to find oneself in a difficult 
situation 
: a large, amount of 
: to choose or select /VP 3A, 
15B/ 
: removed; made of no impor-
tance /VP 6A/ 
: X is characteristic of y if .only 
y—and nothing else—has it 
: a r^;ular change, always in 
the same period of time, £x)jn 
one level of brightness to 
another, and back again /C/ 
: the adjective for the science 
which studies light 
: the amount of light actnally 
secn by the observer fUf 
: the square bf 5 is 5X5=?.5. 
The invfTse square is 1/25 /C/ 
2. Analysis of the Passage ttnd Usage 
2.1 Broad Divisions of the Passage 
The purpose of this passage is to describe a process- to describe 
hm something is done. But Dr Hoylc is describing the process 
tor ordinary people, who are not professional astronomers. .'•. 
descx^on for as-tronomers Tvould be very different, because he 
could assume tl*£it linse readers would have much more tecbaica! 
fcnovrtedge. But bccsitse he is writing for ordinary readers— 
laymcR—he has to explain certain thirigs first. So the plan of 
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the passage is this: 
2.X.I Para i : Introduction, leading up to the last sentence, 
which is ^ most tmportaoL 
2.1 j>. Para 2 : Analogy, Le. using sopietim^ whidi die haytssaa 
does icnow to help him understand somediing he does not know. 
2»i.3 Para 3 :. I^blems, telling the reader that many stars can-
not be used. 
2.1.4 P i^fs 4 • T^^ solution to the problems in Para 3 . . 
2.1.5 Piu:^  5 ' T^^ method of measurement. (Notice how lines 
35-<42 give an cq>lanation of something which the layman may 
not understand.) 
2.1.6 Para 6 : Uses. What RR Lyrae stars can be used for. 
Now let us examine two of those paragraphs in more detail. 
2.1.7 P i^^  2 : This starts with a statement of die analogy. Then 
come two contrasting if sentences. Then a But if... sentence 
states a serious difficulty. Finally we get the conclusion that can 
be drawn from all this. In diagram form, the plan is : 
Sentence 1 
Sentence 2 
Sentence 3 
Analogy 
stateC 
i 
Analogy 
expanded 
i 
DilficUIty 
S^tated 
K jit bright If dim. 
Seniepce 4 .Necessary 
condition 
•deduced 
2,1.8 Para 3 : This starts with an if sentence which states a dififi-
culty aad the cause of it. Then we get a conclusion which is de-
duced from that. Then, a second difficulty is introduced. Finally, 
this difficulty is expanded by two sentences whidi state the csuses 
for it. The plan for this paragraph is shown in the diagram on 
page 27. 
2.X.9 Both Paras 2 and 3 are eicamples of argument. In this sense, 
the word argument does not mean something like a quarrel; it means 
the logical statemaQt of a set of &cts together with the deduction 
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Senienc* t 
-.1S«nlcnc« 2 
•5eme((ce 3 
OiilicuHy 
• and causn 
1 
Conclusion 
drawn 
1 , 
Second 
OilficullY 
^ 
<c 
^ - ^ 
Fifsi cause 
• 
Second cause 
Sentence 4 
Sentence 6 
^ t can be made from theoi. Very often, when a writer is des-
cribing a process, he needs to indude sections of argument too, in 
order to explain the process clearly. 
2.2 Linking devices 
2.2.1 The aadior makes a great deal of use of if to link his argu-
moits together. See lines 8, 9, 10, 14 and 17. 
2.2.2 In Fan i, the two mam parts of the paragraph, are linked 
by Yei. (Look back at 2.2.2 of Unit i.) 
2.2.3 P^ u^  2 is linked to Para i in a way that is often used after a 
fdural noun. In lines 4 and 5 we have The methods of measim-
mentf and in line 6 we have the most important. The most ur 
pprtant of what? Of the mediods df measurement, fhe noun 
is left out and the plus the. superlative form of an adjective (j-est or 
tnost)h used.to stand for one of the things included m the original 
plural noun. Here are two more examples : 
(a) You can travel to Delhi by three methods. The most ex-
pensive is by air. 
(b) There ate many mouni^ins in East Africa. The highest 
is Kibananiaro. 
2.2.4 P^a 3 is linked to Fara 2 in three ways : . 
(a)' The first word is Now. This is a signal that the author 
is moving on to the next step la bis argument. 
(b) He repeats the word headlights whidi was also used ia 
liucs 8, 10 and I2. . Bat this time (aac in lic-es 17 ard 
25) he puts it in quotation marks. Why? Tc- show thst 
he is continuing the analogy—stars cannot be real head-
lights. 
(c) He uses a comparative form ia lines 16 and 17. By com-
paring a feature of the brighmesses of stars with those of 
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headlights, he reminds the reader of the analogy ia Para 2^  
2^5 Para 4 is linked to Piara 3 by the jduase Both these disadoan-f-
tages which contains three liiiking devices. The word dtsadvatUo^et^ 
in line 20 is rqpeated; these is very (^ten used to link back to a pfet-
ral noon; and Both is a' signal that the reference is to ttoo thingjl 
previonsly mentionedj i.e. to .the word ttoo in line 20. 
2^.6 Para 5 is linked to all the previous paragraphs by the use 6$ 
7 ^ . It means roughly Because of all that J have said up to nm 
2«2.7 Now answer these questions: 
(a) What do the following words stand for? 
(i) &^ in line. 2. (ii) th/e second it in line 4. 
(lii) it. in line 8. (if) (hose in line 17. 
(v) takose in line 18. (vi) these in line 20. 
(vii) they in line 22. (viii) thar in line 25. 
(iz) them in line 27. 
(b) What word in line 13 signals a suggestion? 
(c) What words are used in lines 20 and 22 to signal that the 
audior is now going to state the two disadvantages? 
(d) What word does he use in line 26 to signal that he is now 
dealing with the solution to the second disadvantage? 
(e) What words does he use in lines 28, 30 'and 32 to signal 
the first, second and third steps in the method? 
(f) In line 35 he uses the word exan^le. In the same line 
there is another word which also signals that an example 
is coming. This word can be used to signpl an example 
or to mtroduce a set of figures in support of an argument 
What word is. it? 
(g) What word in line 40 signals that another example of the 
same kind will follow? 
(h) Look back at 2.2.4 C^ ) ^^ ^^^ -^ ^ ° ^ ^^'^ examples 
of the same kmd in these lines of this passage : 
(i) 7 &8,9, n , II, (ii) 16, 20 & 24. 
(iii) 23, 27 (iv) 29 & 31, 33 & 38. 
a.3 Usage 
2.3.1 Expressing Causes and Results 
When you are describing processes and stating arguments, it is 
necessary to be able to express these Things clearly: causes, results.^  
consequoices and deductions. English has many ways of doing 
this, some of which are used in tiie passage. 
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a^) therefore. In line i i this word signab the deduction 
tmdt &om. the {>remus sentence. 
(b) hence. In line 17, it signals the consequence (i.e. what 
follows logically from the difficulty stated in the previous 
sentence.) 
(c) so. In line 21, it signals the result of the Sun not being 
very bright. A similar use occurs in line 46. 
(d) thus. 'Thus' is used in line 28—see 2.2.6 of this unit. 
(e) for this reason This phrase links back to a previously 
stated cauisc and is followed by the result. It usually 
comes first in a sentence. 
(f) to mem that. This is the most important of a group of 
verbs which are used in this special meaning of introducing 
a result, e.g., The new oil discoveries mean that India will 
be able to spend less on importing oil. 
(g) because. This is the cotnmoncsi signal of a cause. In 
line 16, it signals the cause of the treble just mentioned 
If we need to tisc a noun immediately after because wc 
ad.d of to it, e.g., Because of the bad weather, he stayed 
at home. 
(h) sinee. This is also used to signal a cause, and usually 
comes first in a sentence, e.g.. Since large areas of forest 
have been cut for fuel and other purposes, a reafforestation 
programme is necessary. (Note that this use of since is 
completely different from its time-signalling use in such 
a sentence as: I have lived in Nagpur since I was ten years 
old.) 
(i) as. This is- also used to signal a cause. It can begin 
« sentence, or come later in the sentence, e.g.; As it was 
raining, he stayed at home. He stayed at home, as it 
was raimng. 
0) for. ThJa word can be used to signal a reason. 'vCfhen it is 
used akme (i.e. without such words as *this reason' after 
it), t te clause whidt it b ^ i n s does not usually come first 
in die sentence, 
(k) thm. This, is used to signal a conclusion or a dedaction, 
e.g., 'The soil tr-ated with phosphate produced much 
better stops. It is clear, then, that fetmeis would benefit 
f«rtft supplies of phosphate.' 
vi) There are a number of phrases containing the word'«<won 
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such as for the reason thai., for this reason^uid therecek 
ben^ that, which Imk fotwaid to signal die cause or leasr 
which follows, 
(m) Tbece is abo one s^pal tathe passage-m liaez--wbir 
is a signal of both citue and result. This is the cor 
strdctioii so r\-adjectiveladverb+that\ So and the adjecdt 
or adverb state, the cause: that and the following danj 
states the result, e.g.. The weather was so bod diat h 
stayed at home. (The colon-^:—4n line 2 strengtliej* 
the cause signals) 
2.3^ In thisf .exercise you have to.do th|«cf.things : 
(a) Fill in the gap& with diese words: because,because, smee, so 
soihat,iktrefote, thus. 
(b) Rearrange tBe sentences in each para^ph so that the] 
ate in die cq,rrect order. If you study the linkage device 
and'the diagram, jrou will not find this difficult. 
(c) Write out the whole four-paragraph description of th( 
process. A diagrain of the plan is given to help you. 
THE MECHANISM OF A BICYCLE 
Paragri^hs and Sentences 
Pi The nder of a biqrde uses 
his leg musdi^ to moVe the 
bicyde. 
This mechanism has. three 
maili parts. 
He is able to dottus..-.iCbe£ 
a mechuiism which, trans-
mits .force from his muscles 
to the back wheel. 
These are a.dialn-wheel and 
a cog, a chain, and two 
pedals. 
P2...the chain-.whcd always 
has more teeth than the dbg, 
it is always the larger of the 
two, 
Both the chain-wheel and 
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the cog arc fitted with teeth. 
ThetLumbenrtiftheteedrarec^ten 48 and 16^..in this c^s-, 
the ratio hetvem.diem is 5: i. 
i^Nbwever^ if the chain is not tight enough, it may fall ott'. 
It js able to do tlus...the parts of the diain (called links) 
have holes w^ch fit over the teeth. 
The |]!i]rpose of the chain is to transmit the relation of the 
tliain-wlibpel^  to ^ e cog. 
Iti8,..neoe^ar7 to make sure that it is tight, but it should 
not.be too.tigfat. 
.^ .tite du^cannotslip when the chain-wheel is turned. 
^ ' this tomtng^ is then transmitted to the cog and the back 
wheel bj the chain. 
The pedalsrare fixed to thechainwheel...it is turacd by the 
ijr«$surfr of the rider's feet. 
^ Compreheodon 
^^wer these questions about the passage in Secdcn i : 
,3.1 Explain w&y RR Lyiae stars are easier to detect than other 
stars. (One or two sentences) 
0.2 Write down some phrase of four words froir. Paras i and 2 of 
pthe passage whidi tell vou that using RR Lyrae stars as 'headlighrs' 
bs not the only way ot measnnng the distancef: of stars. 
S>3 What difference-would you expect betwee.1 a figure which has 
been estimated and one which has been calcul;ited? (One sentence) 
p4 What process in tide passage is .illustrr.ted in this diagram? 
Observwl Fact 
Known Fact 
Known Fact Result n Sfntenct) 
Composition 
la this tuilt we have been studying factual descripdoA ef processes. 
JTou also wrote two descriptions of this kind in z.3.2 and 2.3.4 of 
^nit I—look back at what you wrote then, 
isyow, most such desd-Jptions arc bssed on a titne sequence, e.g.. 
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The articles 
THE DEFINITE ARTICLE {THE) 
Do not put ihe before the names of substances if they arc 
used in a general sense. 
Gold is a prcciom metal, (not the gold) 
Bread is made from flour, (not Ihe bread... .Ihe flour) 
Lead is very hea>y. (not the lead) 
But the must be used if the reference is to a particular kind 
or specimen of the substance. 
The gold mined here is of poor quality. 
They were grateful for the bread we gave them. 
Thieves stole the lead from the roof. 
(Similarly: sand, butter, cheese, milk, grass, meat, paper, rice) 
The nature of the particular kind or specimen need not 
always be stated; it may sometimes be understood from the 
situation, or from what has bren said previously. 
If you will pay for the bread, I will pay for the meat, 
(i.e., the bread and the meat that we need, or that w-
have recently had) 
2 Do not put the before the names of meals if they refer to 
the meals jjenerally, as a part of the daily routine. 
Breakfast is at eight o'clock, (not ihe breakfast) 
When do you have dinner ? (not the dinner) 
Have you had lunch yet ? (not the lunch) 
But the must be used: 
(fl) When the meal is a particular one, thought of as a 
social function. 
The dinner v/i)l be held at the Grand Hotel. 
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{b) When the name of the meal rcfers^  to the food rather 
than the occasion. 
We enjoyed the breakfast she gave us. 
The dinner was not properly cooked. 
NiB, The name of a meal may be preceded by a possessive 
adjective (my, your, his, her, their, its) if we wish to give it a 
personal application. 
I was having my lunch when they arrived. 
She always has her breakfast in bed. 
It's lime I gave this dog its dinner. 
3 Do not put the before plural nouns when they arc used in a 
general or a universal sense. 
Apples are grown in many diffcrcnl countries, (not the 
apples) 
Rooks arc essential to a student, (not the books) 
Aeroplanes can fly very fast, (not the aeroplanes) 
But if the reference is to particular ones, then the must be 
used. 
The apples on our tree arc not yet ripe. 
The books you gave me will be most useful. 
The is also used when the reference is to all of the things 
mentioned, but only within a particular country or area. 
The country or area need not be stated; it may be implied in 
the context. 
The recent frosts have damaged the cherries. 
4 Do not put the before the names of games. 
I play football, (not the football) 
Chess is a game yvhich requires great skill and patience. 
(not the chess) 
(Similarly: cricket, rugby, tennis, hockey, polo, baseball, cards, 
whist, draughts, dominoes, ludo) 
5 Do not use the before the names of countries unless the name 
suggests that the country is made up of smaller units or 
constituent parts. 
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France, Italy, China and Ghana are all republics, (not 
the France, the Italy, the China, the Ghana) 
But: The United States b one of the great world powers. 
(Similarly the-foUowing must have the article: 
the United Kingdom, the Soviet Union, the U.S.S.R., the 
U.S.A., the Netherlands.) 
We also say the Sudan and the Transvaal, although the 
names do not suggest that they are composed of smaller units. 
An article is also necessary if the name of the country is 
preceded by the word Kingdom, Republic, Protectorate, Federation. 
The Kingdom of Macedon, The Republic of South 
Africa. 
6 Do not use the before the words King and Queen if they arc 
followed by the name of the king or queen. 
King George V, Queen Victoria, Queen Elizabeth II 
(not the King George V, the Queen Victoria, the Queen 
Elizabeth II) 
The same applies to Pope. 
Pope John (not the Pope John) 
King George V and Queen Elizabeth II are read as 
King George the Fifth and Queen Elizabeth the Second. 
Similarly: Richard III (Richard the Third), Henry IV 
(Henry the Fourth), Edward VII (Edward the Seventh) 
7 The may be used before a name which ends in Road, but it 
may also be omitted. We may say either: 
I bought this watch at a shop in the Edgwarc Road. 
or I bought this watch at a shop in Edgware Road. 
But it must not be used before names ending in Street, 
Avenue, Crescent or Lane: nor is it used before the name of a 
square. 
There arc many large shops in Oxford Street, (not 
the Oxford Street) 
Nelson's monument is in Trafalgar Square, (not 
the Trafalgar Square) 
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To avoid confusion, the student is advised to omit the before 
Road also. But it must not be omitted when road—\n this 
case spelt with a small letter— i^s not part of the name, but 
means * the road that leads to . . . .whatever place b named *. 
When you get to the outskirts of Dover, take the 
London road. 
8 Put' the before nouns which name the inhabitants of a 
country collectively or as a community, but not before the 
names of their languages. 
The French live in France, and the Portuguese in 
Portugal, (not French live in France, and Portuguese in 
Portugal.) 
The Russiai^ s sent up the fint earth satellite, (not 
Russians sent up ) 
(Similarly: the British, the English, the Cliincsc, the Germans, 
the Dutch, the Italians, the Indians) 
The inhabitants of France speak French, {not the French) 
Spanish is spoken in Spain, (not the Spanish) 
(Similarly: English, German, Russian, Italian, Chinese, 
llindustani, Urdu, Serbo-Croat, Polish) 
Plural nouns standing for the people of a particular country, 
however, are not preceded by the if the people in question are 
thought of individually. 
Indians have dark skins. 
Russians drink, vodka. 
In some cases one noun is used for the collective sense, and a 
different one for the individual sense. 
the Englishy but Englishmen; the French, but Frenchnen; 
the British, but. Britons; the Spanish, but Spaniards; the 
Irish, but Irishmen. 
9 Put the before the names of mountain ranges, or ranges of 
hills, but not before the names of single mountains or 
hills. (For exceptions to this rule, see below.) 
The Alps, the Himalayas, the Pyrenees, the Pennines, 
the Cotswolds 
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But: Everest, Mont Blanc, Snowdon (not iJu Everest, 
the Snowdon) 
M exceptions to this rule we always say: the Matterhom, the 
Jungffou. 
10 Use the before the names of rivers, canals, seas, oceans, 
valleys, deserts and forests. 
London is on the Thames, (not on Thames) 
Many ships use the Kiel Canal, (not use Kiel Canal) 
(Similarly: the North Sea, the Pacific, the Baltic, the Ganges, 
the Rhine, the Sahara, the Ardennes, the Black Forest) 
But when the name of a river forms part of the name of a 
town that stands on it, the is not used. 
Stratford-upon-Avon, Newcastle-upon-Tyne, Kingston-
on-Thames, Burton-on-Trcnt 
11 Use the before the names of municipal or government 
departments and before the names of shops, business 
houses, industrial concerns, banks etc., except when they 
begin with a personal name. 
The Westminster Bank, the Ministry of Education, 
the public library, the Grand Hotel, the War Office, 
the Army and Navy Stores 
But: 
Barclays Banki Lloyd's Bank, Sclfridge's, Wool worth's 
aark's Picture Gallery 
We always say the Albert Hall, however, in spile of the fa<1t 
that it begins with a personal name; and the same applies to a 
few other well-known halls, e.g. the Usher Hall. 
The names df railway stations, when they are also place 
names, as most of them arc, are not preceded by the. 
Euston Station, St. Pancras Station, Lime Street Station 
(Liverpool), New Street Station (Birmingham) 
We speak of Waterloo Station and Victoria Station (in 
London) bcca»isc the names have been given to the surround-
ing districts, though they took their names from the battle 
of Waterloo and from Queen Victoria respectively. There 
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are Victoria Stations in several other large towns^ and-these 
are usually referred to locally as ' ihe Victoria Station '. 
Note: Cambridge University, Sheffield University, etc., but 
the University of Cambridge, the University of Sheffield. 
12 Though, following the rule given above, the name of a 
large store or works may not take the definite article, its 
sub-departments do. 
The travel.department at Harrod's 
The overseas department of Lloyd's Bank 
The melting shop at Hadfield's Foundry 
13 Use ihi before the names of ships and trains, even if they 
do not form part of the name itself 
The Qyetn Elizabeth is a famous British liner. 
The Golditn Arrow is an express train which runs from 
London to Paris each day. 
But when the name of a particular type of vehicle is used 
to name a means of travel, there is no dennite article. 
We are going to London by train. 
I go to work by bus. 
The fastest means of travel is by aeroplane (or bj air). 
14 The is left out of the expressions all day and all nighi, but it 
should be used in similar adverbial expressions for other 
divisions of time: all the morning, all the ajlemoon, all the evening, 
all the week. 
I have worked hard all day. (not all the day) 
The nurse stayed up all night with the patient, (not all 
the night) 
But: 
It has been raining all the morning. 
Americans often say all morning, all week, etc. This is now 
frequently heard in England also, and is becoming nonnal 
British usage. 
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15 The is used before a singular noun to express what we call 
* the generic singular ', i.e., the one thing mentioned u taken 
to represent all of that kind. 
The tiger and the cat belong to the same family of 
animals. 
The elephant is very strong. 
The aeroplane is the fastest means of travel that is 
in common use. 
N.B. An exception to the above rule b the noun man when 
it is used to denote the human race as a whole. 
Man is the only creature that has developed the power 
of speech, (not the man) 
Man does not live by bread alone. 
16 Note the omission of the in such expressions as go to school, 
go to church, go to hospital, go to prison. There are parallel 
expressions which use the, but in the case of these latter the 
reference is merely to the building. When the is omitted, 
the reference is to the purpose for which the building exists. 
But: 
The children go to school. 
If you are seriously ill you will have to go to hospital. 
The stranger went to the school to complain about the 
behaviour of one of the pupils. 
I am going to the hospital to visit a sick friend. 
We always say go to work^ but go to the office, (not go to office) 
EXERCISES 
1 Fill in the blank spaces in the following sentences with the 
word given in brackets at the end, using either the plain noun, 
or the noun preceded by the (whichever you think is correct). 
a The box was taiade of (wood) 
b Some coins are made of and some of (silver, 
copper) 
c in that stream is not suitable for drinking, (water) 
d is found in Australia and South Africa, (gold) 
e that we had for dinner was tough, (meat) 
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J la Britain more people drink than (tea^ coffee) 
g When do you have ? (breakfast) 
A There is fish for . . . . today, (dinner) 
I Are you attending tonight? (dinner) 
j . . . . are grown in Spain, - South Africa, Brazil and 
Israel, (oranges) 
k We wear . . . . to keep us warm, (clothes) 
/ . . . . are not allowed to park here, (cars) 
m/ . . . . in that vase are very beautiful, (flowen) 
n Let us have a game o f . . . . (cricket) 
0 She plays . . . . very well, (tennis) 
p What are we having for . . . . ? (lunch) 
q . . . . in that field is very green, (grass) 
r Do you usually drink . . . . or ? (tea, coffee) 
s are used in some countries to pull heavy loads. 
(elephants) 
/ ahe thanked me for I gave her. (present) 
2 Fill in the blank spaces in the following sentences with the 
word or words given in brackets at the end. Use either the 
plain noun, or the noun preceded by llu (whichever you think 
correct). 
a In Austria the people speak (German) 
b is spoken m many countries. (English) 
c have been a sea>faring people for many centuries. 
(English) 
d Can you speak ? (French) 
e are a very musical nation. (Italians) 
/ Many great ships cross (Atlantic Ocean) 
g /... is a very large country in . . . . (India, Asia) 
h We arranged to meet outside (Woolworth's) 
1 His uncle is manager of . . . . in this town. (Overseas Bank) 
j He came for an hour, but stayed all (evening) 
3 Take each of the following nouns and compose two 
sentences in which it is included. In the first sentence use 
the plain noun (i.e., without the), in the second the noun pre-
ceded by tfu. 
air, iron, rice, flour, meat, water, paper, grapes, horses, 
boys 
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4 In the following passage a number is plactd in each of the 
blank spaces. Filr in the space with the word or expression 
which has the same number in the list given at the foot of the 
passage. Insert tht before the word or expression if you think 
rt necessary. 
My uncle lives in a large house built of (1). He works in 
(2) of (3), which is situated in (4). He goes there by (5) 
every morning, and stays there all (6). When he comes jfiome 
in (7) he often feels tired. As soon as he gets in he has a cup 
of (8), and after that he fcek refreshed. When he has had a 
meal he sits down and reads (9) which he bought on his way 
home. When he has finished with (10) he will sjc listeoing to 
(11), or smoking. He sometimes smokes a pipe, but he prefers 
(12). 
List of words and phrases to be inserted 
1. stone 5. bus 9. newspaper 
2. local office 6. day 10. newspaper 
3. Barclays Bank 7. evening 11. radio 
4. East Street 8, coffee 12. cigarettes 
5 Fill in the blank spaces in the following sentences with the 
noun given in brackets at the end. Insert the before the noun 
wherever you think it i accessary. 
a He was found guilty of theft and sent to for six months. 
(p ison) 
b My son will be old enough to go t o . . . . next May. (school) 
c I must go to to see the headmaster, (school) 
d My wife has gone to . . . . to visit a sick friend, (hospital) 
e He is very ill, and has to go to . . . . (hospital) 
/ Mr Smith and his family generally go to on Sunday 
morning, (church) 
g John is ill, so he cannot go to (school) 
h The vicar has gone to to inspect the damage done by 
the gale, (church) 
I I feel tired, as I went to late last night, (bed) 
j In Britain many people do not go to on Saturday 
morning, (business) 
^ I no longer go to on Saturdays, ^office) 
/ I have not been to for several montns. (cinema) 
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m Some of the visitors came by ,othen by (train, bus) 
n Are you going to India by or by ? (sea, air) 
0 We sail tomorrow on (Dunbar CaslU) 
B. THE INDEFINITE ARTICLE (A and A/i) 
1 Remember that a is used before words beginning with a 
consonant, and an before words beginning with a vowel or with 
a letter h which is not sounded. The following is a list of the 
chief words in English which are spelt with an unsounded k. 
Heir, heiress, heirloom, honest, honesty, honorarium, 
honorary, honour, honourable, honoured, hour, hourly. 
The h of hotel is now generally sounded. Write a hotel. 
An hotel is rather old-fashioned. 
2 A, not on, must be used before words which begin with a 
vowel symbol pronounced with the same sound as the> in yet. 
Such words are: Europe, European, uniform, union, unique, 
Unitarian, united, universal, university, usual. 
Switzerland is a European country, (not an European) 
I hope to go to a university, (not an university) 
3 Do not omit ajan before a singular noun standing for things 
that can be counted. 
Rice is a cereal. London is a city. A dog is an animal. 
Ajan must also be used when the noun b preceded by an 
adjective. In such cases it goes before the adjective. 
London is a big city, (not London is big citji) 
A lion is a dangerous animal, (not is dangerous 
animal) 
Not only are living creatures, plants, material objects, and 
natural features siich as rivers, laxes, hilb aiid seas countable; 
so also are such things as rewards, punishments, penalties 
and salaries. They must therefore have the article before 
them when used in the singular. 
He was given a reward for his bravery. 
If you arc promoted, you will get a higher salary. 
The court imposed a heavy penalty. 
232 
./hi articUs 
A is not normally used before nouns standing for things that 
CJUEUiot be counted, but it may be used before such nouns if 
the reference is to: 
(tf) a particular kind of the thing; 
1 like a white wine with my lunch. 
or {h) n particular quantity. 
Let's go into this restaurant and have a coffee, (i.e., a 
cup of coffee.) 
4 T)ke names of professions and occupations take the 
ia^^initc article. 
My brother is a teacher, (not is teacher) 
1 hope to be a doctor, (not / hope to be doctor) 
The same rule applies to nouns such as hcro^ genius, fool, 
lMi*/Mnd lioTf which describe someone by telling us the kind of 
person he is. 
Beware of that fellow; he is a thief, (not .,.. he is 
thief) 
5 The indefinite article always follows the word such when it 
is applied to things that arc countable. 
I have never known such a wet summe;*. (not a such 
wet summer) 
Such a thing has never happened before, (not a such 
thing) 
6 If an adjective is preceded by so, the a or an must be placed 
between the adjective and the noun. 
I have- never known so wet a summer, (not a so wet 
summer) 
7 When a is placed before the "word few it changes iTie mean-
ing. Few means only a small number, when more might 
have been expected; a few means a small number when none 
might have been expected. 
Few pupils gave the right answer, (i.e., I had hoped 
for more) 
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A few pupils gave the right answer, (i.e., They did not 
all, as one might havt supposed, give the wrong 
answer.) 
There is a similar difference between liitU and a litiU. 
We have little time to spare, (i.e., not so much as we 
should like) 
We have a little time to spare, (i.e., We are not so short 
of time that wc have none to spare.) 
Adverbs such as only and just can be used before a few and 
a iitlU, but not beforeyiru; and littU. 
There are just a few apples left. 
We have only a little money. 
EXERCISES 
1 Insert a or an in the blank spaces in the following sentences. 
a elephant is a very strong animal. 
b He had always hoped that his son would go to univer-
sity. 
c Italy is European country. 
d I shall be back in less than hour. 
e Is there hospital in this town ? 
/ Everyone respects honest person. 
g By united effort we may achieve success. 
h I like to give useful present. 
f I understand he is to marry heiress. 
j honour was conferred on him for his services to his 
country. 
k We stayed at hotel in the centre of the town. 
/ It is great honour to be incited to such a gathering. 
m Tlie door was of>ened by ..... servant. 
n ..... honorary secretary is one who is not paid for his 
services. 
0 He was carrying heavy load. 
p There is hourly bus service on this route. 
q big dog dashed out of the gate. 
r We shall come if we get opportunity. 
s That was not very honest thing to do. 
t The proposal was accepted by unanimous vote. 
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I Complete the following sentences by inserting in the ^lank 
spaces the words or phrases given in brackets, cither with or 
v/ithout the article a (or an) (whichever you think correct). 
If you insert a or an, make sure you put it in the right place. 
a New York is ...,. (large city) 
b Bernard Shaw was (famous English dramatist) 
c Ice is (frozen water) 
d We have had (very tiring journey) 
e I have never known such (hot weather) 
/ Have you ever seen so as that? (tail man) 
g I have never heard such (absurd story) 
U We shall get next year, (longer holiday) 
I It gives me .... to do it. (pleasure) 
j He took over the work, (great care) 
k My younger brother is (student) 
/ He hopes to become when he has finished his course. 
(teacher) 
m China is country, (very large) 
n John's ambition is to be (engineer) 
0 I had never been in so before, (large house) 
3 Insert liule or a UuUyfew or a few in the following scnituccs. 
a We have only minutes to spare. 
b Could you lend mc books. 
c He has many enemies, but friends. 
d Mr Brown was a man of words. 
e The ground is very dry, as there has been rain for the 
past..... months. 
/ A bujy person has lime to spare. 
g We will stay here for .... while. 
A I have spent nearly all my money, and have only .... 'Jeft. 
J As the matter is outside our control, there is we can do 
about it. 
j You should be able to do the job if you have .... patience. 
Material Used W Teacher'J' 
T*liS.S 
a THE PERFECT TENSE 
The perfect tense (made up tiom the piL:; participle of a verb 
preo^ied by the present tense of the auxiliary hain: I have 
eakn, they have gone) is the tense that is used when we wbh to 
cxpr.tss the idea that some activity that took place in the past, 
or a situation that originated in the past, is connected in some 
way with the present. It may be the recent past that is refer-
red to (/ have just finished my dinner), a more distant past, or 
an indeterminate past (/ have lived in the East). The nearness 
or remoteness of the time is not material, for the perfect tense 
merely states the position at the present moment. 
Wc may distinguish four main uses of it, as follows: 
The Continuative Use This states something that has been 
continuous from the past up to the present moment. 
We have known each other for the past ten years. 
We have lived in this house since 1952. (or have been 
living) 
I have never drunk alcoholic liquor. 
Here the implication is that the situation still exists: we still 
know each other; we still live in this house; I still do not 
drink alcoholic liquor. 
2 The Inclusive Use This represents a completed activity 
or occurrence falling within a period extending from some 
point of lime in the past up to the present. 
There have been two major wars during the present 
century. 
My father has seen the Niagara Falls. 
He has been a teacher, a sales representative, a book* 
seller, and now he is a journalist. 
This use of the perfect is often employed when we are 
speaking or writing about the career of a person who is still 
UvtA^, 
He has held the following offices. 
It also occurs with he/ore, when before means * some time in 
the past, reckoning back from the present moment *. 
I have seen that (cUow somewhere before. 
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S The Resultatm Use This rcjMrcsents an activity com-
pleted in the past—cither recent or more remote, as: 
(a) Giving rise to a certain result in the present: 
I have had my lunch. (Implication: so I do not need 
it now) 
You have told us that already. (Implication: so you 
do not need to tell us again) 
We have bought a television set (Result: so we now 
have a television set) 
You have torn your coat. (Result: there b a tear in 
your coat) 
{h) Deducible from resulting signs or evidence: 
Someone has dropped some crockery. (Evidence: I 
have just heard the crash)-
It has rained during the night. (Evidence: the ground 
is wet.) 
Someone has called while we have been out. (Evidence: 
the gate is open.) 
In (tf) the emphasis is usually on the resultant position, in 
{b) on the inference from the result. 
4 The Perfect of Experience This states what has occurred, 
or what has been the case, within the speaker's or the writer's 
experience. 
I have known it snow in May. 
I have seen tfiany a promising career ruined by driqk. 
The important thing to remember about all four of these 
uses Is that the perfect toise must not be accompanied by an 
adverb or adverbial expression denoting past time.. If the 
activity or the fact is assigned to a definite time in the p;ist, 
and so ctit off from the pfcsent, then the simple form of the 
^ t tense mtist be used. 
I SOU} that film last week, (not I have seeti that Rim 
last week.) 
The following two tables set out examples of the right and 
the wrong use of the perfect tense, with instructions for correct-
ing the wrong uses. 
Ttnses 
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I have had my dinner. 
Wc have had a very enjoyable holiday. 
I have had my bicycle repaired. 
She has slept for ei^t hours. 
Incorrect Use 
I have had my dinne'r an 
hour ago. 
Wc have had a very cnjoy-
abie holiday last sununer. 
I have, had jny bicycle repai-
red yesterday. 
She hps slCDf ibr eight hours 
Iast>ight 
Correction 
I had my dinner an hour ago. 
Wc had a ycry enjoyable holi* 
day last summer. 
I -had my bicycle repaired 
yesterday. 
She slept for eight hours last 
night. 
Ask yotinelf why those in the fint column are wrong, and 
why the correcdon shov^ Ti in. the second column is necessary. 
Words and expressions like this morning and this qflemooHt 
which denote a particular part of the day, may take either the 
perfect or the past tense, according to circumstances. For 
instance, if it is sdll morning when we sgre speaking we should 
probably say 
I have had so many interruptions this morning that I 
have done scarcely any work. 
But if we are speaking later in the same day (about 3 p.m.), 
when the morning is a past period of time, we should say: 
I had so many interruptions this morning that I did 
scarcely any work. 
Even if it is still morning, however, it does not necessarily 
follow .hat we should use the perfect; it depends on whether 
we feel that the fact we are rdadng has, or has not, some 
connexion with the moment of speaking. Thus if wc were 
speaking immediately on our arrival at work, when the 
annoyance caused by traffic delays was firesh in oiu' mind, we 
should probably say: 
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I can usually get here in about tbirty-ftve minutes, 
but it has taken me nearly an hour thb morning. 
* 
But later in the morning, when we are looking back at it and 
it has become something that belongs to the past, we should 
say: 
It took me nearly an hour to get here this morning. 
For similar reasons we might say cither: 
I saw your friend Peter today, 
or 
I have seen your friend Peter today. 
In the former case the sp«Jier thinb of the meeting at IB 
isolated occurrence that took place several hours ago, and 
therefore belongs to .the past, in the latter caschc thinla of it 
as something |nat is included in, and forms part of; ail that he 
ha& done and that has happened to him in a day that is not 
yet ended. 
Finally there is the case of the two sentences, 
I haxfe come to ask your advice. (Perfect) 
and 
I came to ask your advice. (Past) 
The former would be used by a person immediately on his 
arrival, to announce the purpose of hii visit.- It might also 
be used some time after his arrival, when, following some pre-
liminary conversation, he finally gets round to the real object 
of his vbit. In that case he linlcs hu purpose with his presence 
in the room at that moment. But in sucn a situation he might 
also say, 
I came to ask your advice. 
In that case he would be linking his purpose with his arrival 
some while previously, i.e., vrath some event in the past. 
Even when he is making the announcement immediatel/ 
on his arrival, if it was obvious to him that tite purpose with 
which he had come was not to be fulfilled, he would probably 
use came rather than have canUy referring to the purpoK^he had 
in view on setting out instead of presenting it as one he hiu 
at the moment of speaking. 
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1 came to sec Mr Smith, but I understand that he is 
not here today. 
J>{,B. In more formal English the simple form of the present 
tense is sometimes used instead of the perfect, when the verb is 
followed by some expression denoting purpose. 
I come to ask your advice. 
* I come 10 bury Canar, not to praise him.* 
Mr Chairman, I rise on a point of order. 
In spoken English, the present tense hear, followed by a 
clause stating the nature of the news, is generally used instead 
ofhaoe heard when the speaker implia that he accepts the news 
AS probably true. 
I hear that you have got a new car. 
It is, however, confined to positive stajtements. In negative 
statements and in quesdons the perfect is used. 
Have you heard that Sheila is engaged to be married ? 
We know that he sat for the exanunation, but we have 
not heard that he passed. 
(IVe have not heard whether hi passed expresses no opinion on the 
matter, but We haoenot heard that he passed implies that, in the 
absence of any information, we assume that ne probably did 
not.) 
^HIKCISES 
t Insert in the blank spaces in the sentences below the past 
or the perfect tense (whichever you think is.correct) of the verb 
given at the end. 
a We to the theatre last evening, (go) 
h My father sutty years old last Tuesday, (be) 
c Do you know whether the doctor..... yet? (be) 
d you the fihn that is shovnng at the Odeon? (ice) 
« We to this house in 1935 and here ever siabe. 
(come, live) 
/ It..... every day this week, (rain) 
f No-one..... from him for the p«it six months, (hear) 
A Last Satuztiay we..... to vuit tome friends in a nc^bour-
ing town, (go) 
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i Wc all our money, so wc shall have to walk home. 
(spend) 
j Shakespeare from 1564 to 1616. (live) 
it the postman yet? (come) 
/ Wc you already that wc cannot do what you ask. (icil) 
171 When I a boy we on a farm, [be^ live) 
n The weather warmer yesterday than it is today, (be) 
0 Mrs Smith is not at home; she to visit some friends. 
(go) 
p She out at ten o'clock, and not yet (go, return) 
q Several books on that subject during the present year. 
(appear) 
r I cannot play in the match as J my foot, (injure) 
s I to him last week, but he not yet. (v/ritc, 
reply) 
( The accident at 10.30 this morning, (occur) 
2 Compose two sentences for each of the following verbs. In 
the first sentence of each pair use the past tense, and in the 
second use the perfect. 
buy; find; open; callj learn; read; write; walk; stop; fall; 
finish; drink; help; break; invent 
3 Compose ten sentences of your own, and in each of the 
sentences include one of the following words or expressions. 
In each case use the past or the perfect tense of the verb (which-
ever you think is correct). 
(a) yesterday, [h) this year, {c) since last August, (d) this 
afternoon, {e) for the last three months, {/) last week, 
{g) iii 1945, {h) since her illness, (t) on his twcniy-first 
birthday, (^ j every day this week. 
D. THE PROGRESSIVE FORM OF THE PERFECT 
As the progressive (or continuous) form of the present is made 
from the present participle preceded by the present tense of the 
auxiliary be^ (/ eon studying English) y so the progressive (pr conii-
nuoua) forni of the perfect is made from the presoit participle 
preceded by the perfect form of the auxiliary (/ have bteti study^ 
tng English/or thru years). 
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The progressive form of the present represents only what is 
ia progress at the moment of speakiilg (/ am writing a Utter. 
The docT'beU is ringing). If we wish to indicate that the action 
or occurrence has been going on continuously of repeatedly 
over a period of time starting in the past and extending right 
up to the present, then we must use the progressive form of the 
perfect. 
I have been writing letters since ten o'clock this morning, 
(not / am writing letters since ten o'clock this morning,) 
The 'iooi'-bell has been ringing for the past ten minutes, 
(not The door-bell is ringing for the past ten nwrntes.) 
This is the progressive counterpart of the continuative use 
of the perfect, described on p. 87. 
Another use is to represent as in some w ^ connected with 
the present, the progressive performance in the past of some 
a<jtivity which is now complete, i.e., which does not itself 
extend up to the present, but is for some reason felt to fall 
within the present time-sphere. 
I have been washing my car. 
We have been looking at the pictures. 
This is the progressive counterpart of the resultative and the 
inclusive uses of the perfect, mentioned on p. 87. / have washed 
my car merely states the final result; Ihaoe been washing mjf car 
introduces us to the whole process as it was carried out from 
start to finish. 
There is no progressive counterpart of the perfect of experi-
ence, for the simple reason that things that form part of our 
experience arc things that we view retrospective^, in their 
completed state. 
The progressive form is essentially a form denoting duration; 
and just as the ordinary form of the perfect cannot be accom-
panied by any adverbial expression denoting a point of time 
in the past, so the progressive form of the perfect cannot be 
accompanied by any adverbial expression denoting durati<m 
of time in the past and unconnected with the present. 
EXERCISES 
Insert the correct form of the auxiliary in the following 
sentences in order to complete the sense. 
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\. It has been fine moot of the morning, but it raining 
now. 
2. It raining since ten o'clock. 
3. I..... waiting here for almost half an hour. 
4> The doctor visiting his patients all the morning. 
5. The Jonesa coming to oiimcr this evening. 
6. Mvson..... going to that school for the past five years. 
7. When I first knew him he living in Birmingham. 
8. The sick man ....v improving steadily all the week. 
9. The thieves ran away when they learned that the police..,, 
coming. 
10. The baby sleeping ever since six o'clock. 
